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PREFACE 



The following case study is one in a series of five dealing with 
innovation in education. All the studies are descriptive in nature and, 
as the work of five different authors writing in their personal capacity, 
they represent five quite individual syntheses and interpretations of 
vast amounts of information. Yet the confusion that might be expected 
from this method does not result. What emerges from these studies is 
instead a reasonably coherent statement of educational responses to the 
post-war demands of many more people for more and better education. 

Perhaps it is not remarkable that the demands have been exerted so 
consistently on such a variety of nations, nor that the response to them 
has for the most part been so quick and positive. The nations examined 
in this book are remarkably similar in that all have a long and honour- 
able tradition of public education, an industrialised economy and a high 
standard of living. At first glance it even appears that their solutions 
to the problems posed by recent educational demands are unusually simi- 
lar; structural reform, curricular reform, compensatory and/or indivi- 
dualised learning systems - examples of each are easy to find in any 
setting. Yet a closer reading of the five case studies reveals wide and 
interesting variations: in priorities, in perceived solutions, in 
strategies evolved or developed tc implement them. 

ISuch variety of course reflects to a large extent differences in 
'national climate', that peculiar combination of values, objectives, 
aims and administrative tradition which, aside from language, makes a 
nation distinctive. The explication of these differences is thus a hid- 
den theme of the five case studies taken as a whole, and an understand- 
ing of this hidden theme is necessary to illminate the more obvious 
themes of change and growth. 

An explanation of tJnis point can be found by comparing, even super- 
ficially, Scandinavian countries such as Norway and Sweden on the one 
hand and the United States of America on the other. At least from the 
viewpoint of the outside observer, Norway and Sweden have much in common. 
Both relatively small in terms of population, they can also claim a 
remarkably unified social and value stioicture. Furthermore, their style - 
if such a generalisation can be made - seems to be to have a clear idea 
of goals and then to set about methodically reaching them. This process 
is aided by the existence of strong central governments which are able 
to plan and to legislate with a reasonably clear assurance that what they 
propose will be achieved. Thus there exists in Norway the National Coun- 
cil for Innovation in Education whose mandate it is to make reality of 
reform laws passed by the central Parliament. The Parliament^ concerned 
in recent years with "large questions' of the role of schools in Society", 
and sure enough of its constituency, has concerned itself largely with 
structural reform and new curricula - on a national scale ♦ 

The situation in the United States is quite different, even if the 
question of relative size of total population is ignored. The American 



federal government is based on a system of checks and balances so fine 
that it is often hard to determine either the source of impetus or its 
ultimate manifestation. The situation is further complicated by the 
well-protected existence of states • rights - particularly the control 
of education - and, once the issue of taxation is raised, by municipal 
and regional claims as well. Perhaps more important, the rich diversity 
of the American population inevitably means conflicting social and 
etfinic interests, values, and views of national priorities. The past 
decade of American life has indeed been one of fast-changing goals and 
objectives and of massive social upheaval. Much of the upheaval has 
connected itself to education and made demands accordingly: in the light 
of this political and social background, it is not surprising that 
American education responded by producing such a variety of innovations 
in every area and at every level that the final array can be quite be- 
wildering, whilst at the same time providing a vast reservoir of exper- 
ience for others. 

i:)ngland and the Federal Republic of Germany likewise provide dif-* 
fer^nces quite distinctly their own. Writing of her own count:ry*s ap- 
proach to recent educational change, the author of the English case 
study notes 

the English style is distinctive* You can seize on it 

instantly. There is no acceptance of common objectives, except 
in the most general sense which inspired the last major education 
act: 'the need to widen opportunities and eliminate the poverty 
both of individual children and of the public provision of edu- 
cation (l). There is no national i)lan for education, no law which 
specifies where development is necessary as in some OECD countries. 
There is almost no theory. The point is characteristically made 
in a recent major repoit on educs^ion ( ' ) J 'We invited the help 
of a number of distinguished- educationists and professors of edu- 
cational philosophy ... They all confirmed the view that general 
statements of aims were of limited value and that a pragmatic 
approach to education was likely to be more fruitful.*" 

The refer^-^nce to "two decades of non-reform" in Geraan education, 
a phrase coined by Professor S.B. Robinsohn, is slowly becoming eroded, 
especially durinj the last two years, which have been marked by funda- 
mental changes in many parts oi" the school system. With increasing co- 
operation between the Lender and with the initiatives of the new Ministry 
for Education and Science, the need for a more systematic approach to 
educational reform, and especially to educational experimentation, seems 
more important in Germany today than in many other countries. 

Despite these differences in background and style, the five country 
studies do show one overriding problem in common: the need to change and 
improve their educational systems. Furthermore, as their experience in- 
creases, they all face the reality that explicit measures to facilitate 
the management of educational chan.^e are necessary, that innovation and 
improvement cannot be haphazardly left to chance. 



CHAPTER I 



I 



INTRODUCTION 

The term 'innovation' will throughout this report be taken to 
mean specific and planned changes within any process of reform. The 
expression is now becoming established in German educational termi- 
nology and - even more significantly - the process it designates is 
beginning to receive attention in educational planning and research. 
These changes themselves reflect an innovative element in current 
efforts for reform. Hitherto, reform movements have tended to derive 
largely from normative theories of education, which were neither based 
on the real social needs and functions of the school, nor implied any 
true revision of existing practice. 

Reforms have hitherto been more m the nature of unique global 
changes in an education system, or at least in one of its major sub- 
systems, by legislative or administrative measures taken at consider- 
able intervals - and intentionally so - in order to preserve the con-* 
tinuity of day-to-day practice in the schools, a continuity which was 
considered essential. Not only were their goals vague, but there was 
an almost total lack of consideration of liow to carry out the proposed 
changes, or even how to revise these goals. 

There has been a growing discrepancy, which in the last few years 
has gained a certain publicity, between the function of the school, 
that of artificially maintaining an outdated form of society, and the 
social, political and economic demands being made of universal educa- 
tion. This has shaken the traditional concept of reform. Changes 
have become necessary which can no longer be simply grafted onto the 
conventional structure of the school system, its administration and 
its relationship with other spheres of society. The social and econo- 
mic functions of education call for goal-directed and rational changes 
whose effects must be susceptible to testing, revision and planning, 
if they are to fulfil their fiinction. Most important are not grand 
designs whose realization is left to the vagaries of practice, but 
rather a diversity of detailed experiments and planning projects, 
whose effect can be measured against the overall goals of reform. 

But the concept of rationalisation and maximum effectivity brings 
with it an added problem. The new term 'innovation', with the process 
it denotes, is more helpful and precise than the previous use of such 
expressions as 'reform measures' and 'objectives' because it implies 
identifiable and detailed goals, together with the means of their 
attainment. The attempt to describe 'value-free' changes as improve- 
ments in terms of set objectives does not, however, remove the onus of 
deciding and analysing the rationality and desirability of particular 
goals, A given set of measures may produce greater effectivity, 
though the goal by which such effectivity is to be measured remains 
far off. Similarly, there may be discrepancies between declared goals 
and ways of carrying them out, to which the innovations are geared. 
Such discrepancies are, however, difficult to analyse because they are 
'objective'. On the one hand, the declared goals are not necessarily 
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identical with the forces behind the innovations; on the other, the 
actual effects of desired changes can be assessed only in the longer 
term. Because they are the isolated consequences of detailed measures, 
they cannot be calculated with much accuracy, for even the adoption of 
detailed goals does not alter the fact that the effect of specified 
measures depends on many factors, not all equally foreseen or indeed 
foreseeable* 

The following description and analysis of innovations is offered 
only in the light ^of these reservations. 

The incipient reform of the primary and secondary school system 
towards a comprehensive school is perhaps the clearest example at pre- 
sent of an experiment in goal-directed innovation. At the same time it 
is here that the difficulties involved in innovations can be most clearly 
seen; also the need for specific goal-directed changes in many sub- 
sidiary areas from curriculum development and teacher training to the 
legal and administrative framework of the school-system, the relation- 
ship between educational research and actiial practice in the schools, 
and again between educational research and education policy affecting 
schools • 

Planned changes are doubtless being carried out in many places and 
in many ways by individuals or groups. This report can, however, only 
attempt, with the help of selected examples, to elucidate some of the 
essential prerequisites of innovations in the current reform movement • 
It covers changes only in the non-vocational sector of school education, 
which, though it is only a component part of the educational system*, 
has become, through its central position in the process of qualification 
and selection, the focal point of the national debate on education and 
of plans for reform. 
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SCHOOL REFORM IN THE FEDERAL REPUBLIC 

1. The School System 

Despite numerous changes in its detail, the school system in the 
Federal Republic remains a vertically structured, tripartite system of 
non-vocational schools, which has developed from the 19th century on- 
wards. The separation of non-vocational from vocational scjiools has 
been retained. 

After the first 4 (in West Berlin 6) years in primary school, 
selection of pupils starts for the various types of secondary school, 
which differ from each other both qualitatively and in the length of 
the courses they provide: the upper elementary school ( Hauptschule ) , 
a further 4-5 years (in some federal states with an option of 6 ) ; the 
secondary modern school ( Realschule ) 5 and the grammar school ( G^ - 
nasium) 9. Only success in the final exam at the ^grammar school, the 
•Abitur* qualifies the pupil for direct entrance to university. But 
since the Second World War a series of measures have been taken and new, 
supplementary paths through the education system have been introduced 
to bring some flexibility into the rigid vertical structure of the 
school system and to make transfers from one type of school to another 
easier. Attempts were made to lessen the rigidity of an early selection 
process administered at one brief point in time - which had proved to 
be highly unreliable, not being based on any objective measurement - by 
extending the selection process and allowing provisional acceptance in 
the secondary school. 

Continuation schools ( Auf bauschulen ) were intended to give pupils 
the chance of taking an intermediate school-leaving examination ( Mitt - 
lere Reif e ) . by way of the upper elementary school and subsequent trans- 
fer to a shortened grammar school course. The traditional division of 
grammar schools (into schools specialising in classics, modern languages 
or natural sciences) was in certain areas ^tended to include schools 
specialising in economics, the arts, etc. 

Supplementary institutions, the so-called 'alternative route* 
( zweiter SildunF^weg ) were to provide access to the university for those 
who had already learnt a trade. Seen in quantita-^ive terras, these 
changes in the German education system have not significantly altered 
the overall picture of a hierachical, tripartite school system, even 
though the proportion of those gaining their 'Abitur* almost doubled 
between 1954 and 1966, from 4^ to 1 A% of the relevant age group, while 
those completing the middle school course rose from 8.7?^ to 12.1^» In 
1967, the last year for which we have complete figures, there was a 
further rise to 14.2% leaving with the ' Mittlere Reife ' and 9.395 with 
the 'Abitur* (l). While, however, at the middle school level the pqssi- 
bility of gaining the equivalent of ^ Mittlere Reife ' via full-time voca- 
tional continuation schools has led to a considerable widening of the 
group of school leavers holding this qualification (2), the 'alternative^ 
route' institutions (middle schools and grammar schools meeting only in > * 



the evening, and other full-time colleges) have, despite a considerable 
rise in the nximbers completing their courses in recent years, hardly 
fulfilled their corrective function. For example, in 1966 the niimber 
of *Abitur* passes gained via the ' zweiter BildunKSweg ' represented only 
^1o of ~those obtained in the normal grammar schools (3). 

Transfers, too, from middle to grammar school remained few, much 
fewer, in fact, than those from middle back to upper elementary school. 
In addition, the relative figures -of school attendance reveal that the 
decision about what kind of secondary school - and hence what kind of 
career - is, by and large, taken by the time a pupil is 13, and that 
only a small number of pupils are still attending some form of non- 
vocational school beyond the age of 16, In 1966, 62. 79^ of all thir- 
teen-year-olds were attending an upper elementary school, 15.2^ a middle 
school, and 17.2!^ a grammar school. Of all sixteen-year-olds a total 
of 23.5/^ were still attending some form of non-vocational school; of 
these 8.8^ were attending a middle school and 15.09S a grammar school. 
Almost all eighteen-year-olds were grammar school pupils (9.895 out of 
a total of 10.39t) (4). There is, in addition, a considerable variation 
in the proportions of children attending school, of those moving on to 
the various secondary schools and of school leavers, both between the 
federal states and within them, and even within city states between 
districts of different social structure. In 1967 the number of school- 
leavers yith the intermediate school-leaving examination - solely in 
non-vocational schools - varied, for example, between 5.69^ (the Saar) 
to^23.69i (Bremen), and the number with ' Abitur ' from 7.2^ (Bavaria) to 
12.2^ (Hessen) (5). 

Such differences in secondary school attendance are partly explai- 
ned by the different motivation behind school attendance from region to 
region according to the composition of the local population and the pre- 
vailing social and economic structure (6), but they nevertheless reflect 
the problems of an education system organized on a federal basis. 
Despite all the trends towards uniformity since 1945, both the develop- 
ment and extension of the school system and the quantity and quality of 
education provided are still tied to the complex of local tradition and 
historical chance which distinguishes the individiial federal states. 

Regional differences have hitherto not been solely due to different 
levels of economic prosperity; expenditure on schools and financial 
resources do not necessarily go hand in hand, as a comparison of ex- 
penditure between states with a high level of tax revenue and those 
with a low one shows (7). The development of the school system since 
1945 has depended much more on the political situation in the individual 
federal states, even if the differences cannot entirely be explained by 
a simple distinction between those states controlled by the Socialist 
(SPD) or Conservative (CDU) parties. After all, according to the offi- 
cial version, the SPD came to grief in Hamburg in 1954 because of the 
then universal 6-year elementary school; even if factors other than 
school 'education played a part in their demise, the fact remains that 
when the SPD returned to power in Hamburg their original desire for 
reform had markedly declined. Hesse, a traditionally SPD state, has, 
within Its intensive refonr) of rural schools into neighbourhood schools, 
been quick to smooth the way for further extension and structural re- 
modelling of the school system. In Bavaria, only recently have the 
alteration of agreements with the churches and the passing of a new Act 
on primary schools, by which confessional schools ceased to be the norm, 
permitted full extension of the primary and upper elementary school 
svstem. c\ 
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The majority of these regional differences in school attendance 
derive from variations between school systems and from policy differ- 
ences over the way education shovild be publicized and advertised. To 
this extent they constitute fundamental inequalities, which coxild be 
remedied without more drastic reforms. But it is clear that the invest- 
ment in education necessary over the coming years will be beyond the 
financial capacity of at least some of the states (8), 

For several years, attempts have been made to reduce such kinds of 
'manifest lack of modernity', as a federal state minister of culture 
once put it, by a more intensive development of all types of school. 
Success rates in the schools, the numbers passing 'Abitur' and those 
completing the secondary modern school course are increasing, and fur- 
ther increases are planned (9). 

More serious is, the 'latent lack of modernity' in the structure 
and orientation of the school system, in the absence of long-term plan- 
ning, the failure to constantly check progress towards specified goals, 
and in the still only slightly developed public awareness of the social 
function of the school. 

What has become questionable, if as yet far from being questioned 
everywhere, is the demarcation of and allocation to the three types of 
secondary school. They originally developed in a society still ordered 
into classes, but were subsequently reinterpreted as specific types of 
school for groups of pupils who could be differentiated according to 
the level and direction oip their abilities and in terras of the career 
opportunities that the prevailing economic system afforded. This hier- 
archical structure reflected and still largely reflects differences in 
the length of the various! school courses, in the degree of professional 
training possessed by thej teachers (10) and the salaries they command, 
in the per capita expenditure on the pupils of the three types of school 
(11), and the differing social prestige enjoyed by each, as reflected 
in differences in the social origins of their pupils. 

The increasing differentiation and rapid development in the pattern 
of available careers and the qiaalif ications required make the viability 
of this system increasingly, more questionable, evidence of which can be 
found in the growth of a variety of schools more strongly orientated 
towards future careers, both in the strictly non-vocational part of the 
secondary school system and, even more so, in the vocational schools. 
The theory of ability underlying the tripartite system, which was 
closely related to a deterministic view of ability still widespread 
even in the early 1960*s, has meanwhile (particularly under the impact 
of foreign research into ability) proved untenable (12). 

It is gradually being realized that selection is the critical 
element in a vertically structured secondary school system Until well 
into the, fifties, an early and strict selection of the 'able' was con- 
sidered essential to maintain the quality of secondary education. 
Pupils staying /down in the same form and early leaving were seen to 
the extent that any data were available - more as the natural process 
of selection, in which the small elite gradually emerged, than as evi- 
dence of institutional weaknesses in the school system. - 

The abolition of school fees and of payment for teaching materials, 
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plus grants for the upkeep of children, were thought to have removed 
the main material obstacles to a full secondary education. Only in 
the last few years, when a series of studies have been made in this 
field, have the disadvantages and the inherent social factor in selec- 
tion procedures both at the point of transition to secondary school 
and within the secondary school itself been exposed. On average, 50?4 
of the intake into grammar schools and about 60-7095 of the intake into 
secondary modem schools successfully complete the full course (13). 
Even the primary school takes on a selective function, without widening 
opjjprtunities for access to secondary schools; it thus fails to per- 
form its official role, i.e, of educating all pupjls according to their 
abilities. On average, 20^, and locally up to 50^ of primary school 
leavers leave school without successfully completing the final year of 
the course (14), which is increasingly becoming a precondition of entry 
into apprenticeship trades. Measures of comparative achievement in the 
various schools indicate the untenability of any division into a priori 
types of secondary school. Despite general differences in the level of 
ability between the three groups of pupils, a good deal of overlap is 
discernible in the distribution of attainment (15). Under these cir- 
cumstances, any hierarchical grading of the amount of secondary educa- 
tion provided can hardly seem justified. 

It is, however, much more the qualitative (rather than the quanti- 
tative) aspects of selection, above all the social impact of a mono- 
lithic selection process based on achievement, that have dominated the 
debate on reform in recent years. While social mobility is increaa- 
ingly tied to school education and the school thus acquires a key role 
in the distribution of career opportunities, there has been only little 
change m the relationship between social class and choice of school. 
The elementary school is mainly attended by children of manual and farm 
workers, the secondary modern school by children of skilled workers and 
white-collar workers, the grammar school by children of parents with a 
university education and of civil servants (16). 

In international comparisons the Federal Republic emerges as the 
country with the highest rate of social selectivity (17). The propor- 
tion of university students (53^ in 1964-65) (18) who come from working- 
class families is much lower than that in other industrial nations. 

In Germany, too, empirical studies have now been made showing the 
extent of the social and cultural barriers which the secondaiy school 
erects by the demands it makes on pupils* linguistic and cognitive 
abilities and on their motivation U9). But in the secondary schools 
themselves, the effect of these social barriers could hardly be properly 
seen because the low representation of certain social groups - in parti- 
cular manual and agricultural workers - coincides with their low level 
of aspiration and this has prevented open conflict from occurring. The 
enormous rise in demand for secondary education found in other Western 
European countries since about 1955 had no parallel in the Federal 
Republic, a phenomenon which can be only partly explained by the fact 
that the birth-rate started to rise here later than elsewhere. The 
most recent studies, though, have shown that this apparent equilibrium 
between supply and demand conceals a widespread attitude of resignation 
*and latent frustration. Almost one in avery two adults in West Germany, 
while well aware of the value of school education, feels that his own 
has been inadequate (20). This dissatisfaction is as yet exerting no 
direct pressure for change, because it is still latent, but in its 
sheer volume is a potential source of social conflict. 

^ 1 
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Thus, it is gradually becoming clear that these problems are not 
a matter of making selection more objective and, more generally, of 
making the existing school system more efficient, but of changing it 
fundamentally. The selective, elitist function of a humanistic and 
literary type of secondary education is in line neither with democratic 
principles nor with the skills required In a complex economy. But it 
is more the awareness that Germany is lagging in technology that has 
set the reform debate in motion. The need for a scientifically planned, 
effective education for all, with sOhotds so organized that their 
structure and content are sufficiently flexible to adapt to individual 
requirements, is gradually producing planned innovations in place of 
the discrete partial reforms which have hitherto at best reduced the 
wci'st symptoms, 

2 • Educational Federalism and Experiments in C e ntral Co-ordinaiion 
and Planning 

In the last two years changes have been made in countless parts 
of tlp.e school system* New teaching media, methods of instruction and 
eyen new school subjects have been introduced in -single schools and in 
groups of schools. Existing types of schools have been changed, some- 
times combined, and new kinds of schools introduced* The reports on 
these experiments by now fill several volumes (21), yet still give one 
a feeling of confusion rather than the impression of dynamic and con- 
sci^ous education policy. If one looks at these school reforms it be- 
comes clear why, despite their number, there can still be talk of "two 
decades of non-reform'' (22) and demands for the schools to be left in 
"peace". Not only have a great variety of things been labelled "school, 
experiment" and "'reforra" - generally mere /departures from existing 
practice rather than planned change in the framework of a more global 
concept - but what experiments "there hav>e been have' proved almost use- 
less. There have as yet been hardly any goal-directed and controlled 
experiments within schools, Vhere scientific operational studies have 
been tried - for example the Dutch experiments with a differentiated 
secondary modern school - they have, found little public support, were 
too late, or their findings were ignored. The lack of any co-ordina- 
tion in the planning, carrying out, and evaluation of experiments - or 
at least the lack of any inf ormatioj^i- on them - doomed them to remain 
isolated cases, which, all in all, have changed little. 

This situation is often blamed on the tradition of cultural 
fede.rali8m, which makes even the co-ordination of information difficult, 
not to mention supra-regional planning. The state school system (23) 
is entirely the responsibility of the federal states. The local com- 
munity is responsible for the running of the school and generally has 
to provide the cost of materials, while the federal state pays the cost 
of personnel. The highest authority responsible for schools is the 
respective federal state ministry of culture, which is in charge of 
cultural policy in the s-tate and is headed by a minister of culture 
or - in the case of city states - senators ,> Beyond this there are no 
federal authorities whatsoever, i*e, no central responsibility for 
development, planning and reform of the country's education system. 
Prom developments over the last two decades it is manifestly clear that 
the 'historical accident' of cultural federalism has in many ways pre- 
vented the creation of a school policy geared to the needs of society 
as a whole. Cultural federalism and its consequences should be seen 
rather as symptomatic of public attitudes to education and as one mani- 
festation of the overall social condition of a 'retarded nation' than 
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as a structural barrier against existing initiatives. 

The principle of cultural federalism was introduced by the Allies 
under the Control Council Law No. 1 of September 1945, but there were 
in any case strong federalist tendencies among the other parties engaged 
in preparing a new constitution. It soon emerged that a ^consensus on 
any uniform control of cultural matters coxild not be expected, so - for 
tactical and political reasons - they were eventually not included in 
the Basic Law, but were left to the competence of the individual fed- 
eral states. In fact, a number of the federal states showed an active 
readiness to reform in the first years after 1945. Such concepts as 
the extension of the period of undifferentiated primary education, dif- 
ferentiated secondary modern school education under the same school roof 
and experiments in integrating general and vocational education were 
developed (24). But by 1948-49 the willingness to make fundamental 
reforms- had already dwindled or come to grief in the confljct between 
groups and political parties within the federal stp'-^<^ . What remained 
was an extension of the primary school period i^ ' states to 

6 years and in Berlin to 8 years (in Berlin it -.h dd to 6 years 

in 1948 while in Bremen and Hamburg it ceased ts. vhe rule again a 
few years later). Also experiments with a dif f srentiated 4-year 
secondary modern school continued in Lower Saxony, and a 2-year transi- 
tional stage following the primary school survived, mainly in Hessen. 
The failure of reform plans was connected with the wake of the trauma 
left by national collapse in 1945. Stagnation in education was further 
fostered by the lack of co-ordination in the reforms made since 1945, 
the failure of even those federal states with similar plans to liaise 
with each other, and resistance to the Re-education Plan imposed by 
the Allies from without. The entrenchment of the East-West confronta- 
tion and the establishment of the (Bast) German Democratic Republic 
with its •unified school system* facilitated the political denunciation 
of all experiments implying a removal of the vertical organisation of 
the school system as introducing a 'communist style' uniform school 
system. Under these circanstances incipient efforts in 1949 to achieve 
supra-regional co-ordination and standardization of the school system 
prevented rather than furthered reforms. In 1949 the 'Peraanent Con- 
ference of the Ministers of Culture' (KM, in its German abbreviation) 
(25) was set up as a body to foster unity of purpose and co-ordination 
in matters of supra-regional importance. This, measured against the 
intentions of the authors of the Basic Law, was a novum, but oneessen- 
tial to the functioning of an exclusively federal system. The KMK, a 
working group of the federal states' ministers of culture, has no 
authority in itself. Its resolutions, which have to be passed unani- 
mously, are recommendations which become binding only if they gain the , 
support of the respective federal state organs. This arrangement, made 
to preserve cultural federalism and not to remove it, has, instead of 
providing fundamental decisions on school policy, promoted a reactionary 
educational policy at the administrative level (26). 

Furthermore, the KMK at first understood its task in school educa- 
tion to be one of producing order in the system. With the, in any case, 
only slight willingness to experiment in the federal states, thi3 
amounted to standardization without innovation. In 1955, in an 'Agree- 
ment between the Federal States on the Standardization of School 
Systems', which had the remarkable provision that it was irrevocable 
for 10 years, school experiments were authorized on condition that 'the 
essential characteristics of the existing types of school should remain' 
(27). OrOy with the revised versionfoi; this Agreement in 1964 were 
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experiments which departed from the agreed basic system allowed. They 
n^ed, however, the prior recommendation of the KMK (28), quite apart 
fron!"-^^. fact that the federal state ministry of culture has to give 
its approval. Both provisions afford ooportunities for the - often 
successful - intervention of pressure groups against new kinds of ex- . 
periment , as. soon as these threaten particular interests, 

The difficulty of making new departures in school policy outside 
the framework of existing practice i£^ evident in the relatively pro- 
gressive attempts of the KMK, as for example in its now legendary 100th 
pl'-mary session of March 1964. Not least inspired by school develop- 
and educational planning in other European countries, and the 
produced by increasing European integration, the transition from 
.^^ period of reconstruction' to one of * further 'development of school 
and university policy' was proclaimed for Germany too. The programme 
included, amongst other things, a rise in the standard of education ^f 
all pupils, narked individual attention by a wide supply of course 
options and differentiated forms of education (e.g. the 'transitional 
stage' between primary and secondary school), increased opportunity for 
transfer between school (e,g. by horizontal organisation of the school 
system) (29). At the same time, however, an initiative on the part of 
some of the ministers of culture themselves to bring this declared pro- 
gramme nearer to realization, by the adoption of a binding timetable, 
failed^ 

Dissatisfaction with this situation, on the other hand, soon pro- 
duced demands both for an overall competence on the part of the federal 
government and the establishment of a politically independent body to 
do the preparatory research needed for any school reform. As a result 
of these demands, the 'German Committee for Educational Matters' 
( Deutscher Ausschuss fiir das Erziehungs- und Bildungswesen ) was set up 
in 1953 as a supra-regional consultative body (30). In its very con- 
stitution, its working methods and its function, it mirrored from the 
start the political dilemma, on the one hand, between a lack of central 
government authority coupled with federalism, and on the other, of 
inadequate professional knowledge of the needs of long-terra educational 
planning. Its 20 members were appointed by the Home Secretary and the 
president of the KMK; they were supposed to be people as independent 
as possible from organizations and government authorities, experienced 
and interested, but not necessarily experts. The committee set to work 
with no special terms of reference other than 'to observe the develop- 
ment of the German education system and to promote it by providing 
advice and recommendations'; the task of presenting a comprehensive 
design for school reform was one it set itself. Its recommendations 
were not binditig - largely because there was nobody responsible for 
deliberating and carrying out overall reform. Co-operation with the 
KMK hardly occurred in the 12 years of its existence. Specialists and 
existing reports could be consulted, but the budget provided by the 
federal government and states was by no means adeq.uate for them to 
^ commission special reports of their own, let alone to finance investi- 
\gations. These were serious deficiencies in view of the almost total 
' absence up to the early 1960's of statistical material and surveys by 
social scientists. In' 1959, after a series of piecemeal recommendations, 
the Committee published an 'Overall Plan for the Remodelling and 
Standardization of the State Non-Vocational School System' ( Rahmenplan 
zur Umgestaltung und V fi reinheitlichung des all^emein bild enden 'offent - 
lichen Schulwesens ) (yiY. It offered a compromise between retention 
and modification of the existing school system (amongst other things 
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by the introduction of a two-year transitional stage following elemen- 
tary school) which, however, came under the crossfire of political and 
other interests and did not even escape the 'communism tag' (52). All 
the same, by its recommendations the Committee had got public discus- 
sion going on matters of education and, most important, had made it 
clear how many unsolved problems remained and how little objective 
information there was. It Had also underlined the necessity for school 
experiments and scientific investigations. It had introduced the argu- 
ment that the German school system 'had not kept pace with the dramatic 
changes that have taken place in society and government in the last 
fifty years' (33). In doing these things, it set in motion a national 
debate on education policy. ^ 

With the start of the 1960's, new life was brought into the public 
debate on reform of education policy and research. A wealth of studies 
in the sociology of education provided more exact statistical data and 
information on structural aspects of selection in the school system at 
its various levels. Surveys on the need for qualified personnel in 
various professions and the development of the economics of education 
(34) contributed "to the discussion. They, above all, promoted insight 
into the social function of educational institutions, and into the 
possibility of and need for the conscious planning of processes which 
had hitherto seemed, by their very nature, to be unamenable to rational 
control. The KMK itself prepared its first estimate of school require- 
ments for the period 1961-1970 (35), after an agreement between the 
federal states on the enlargement of its secretariat had made possible 
a systematic documentation embracing international developments, and 
the extension of its statistical service. However, a declaratiorv by 
the KMK in December 1964 on 'urgently necessary measures in the sphere 
of education' made it clear that at this level plans might be expected 
which at least could increase the efficiency of the existing school 
system here and there (36). But there were still no reforms to reduce 
the underlying inequality and inappropriateness of the system in terms 
of individual and social needs. 

The dilemma between the cultural sovereignty of the federal states 
and the need for overall planning for the country as a whole had re- 
mained. Even during the life of the ^Deutscher Ausdchuss' discussions 
reopened ab.out the creation of a more workable supra-regional body to 
produce better results. Agreement was finally reached in 1965 between 
the federal state governments and the central government on the estab- 
lishment of a German Council of ICducation (Mldungsrat ) , initially for 
a period of 5 years (37). 

The Bildungsrat consists of a Commission for Education (Bildungs- 
kommission ) with 18 members, appointed in part> by the Conference of 
State Prime Ministers (14), and in part by the Federal Government (4 ) , 
and of a Government Commission composed of the 11 ministers of culture, 
4 state secretaries from central government ministries and 3 representa- 
tives from national organizations representing civic interests. Re- 
commendations by the Commission for Education can be presented to the 
parties concerned only after consultation with the Government Commission, 
The difficulties involved in such supra-regional arrangements, which 
reflect th^ difficult relationship between the sciences and politics, 
again become evident in the debate which went on for months as to 
whether the Commission for Education should be a body of experts or 
representatives. Here, too, a compromise solution was eventually 
arrived at under which the Commission consists of both experts in 
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relevant fields and representatives of key sections of society. Rep- 
resentatives of the Administration also participate in the Commission 
for Education's working groups, though without voting rights. With 
this complicated compromise it was intended that, in contrast to the 
' Deutscher Ausschuss ', the element of co-oporation between specialists 
and representatives of the Executive should increase the chances of 
any recommendations being implemented. 

The tasks of the Commission are more precisely specified than 
those of its predecessor, even if it, too, has been given no political 
mandate* Its function Is to draw up plans outlining needs and develop- 
ments in the education system in accordance with the cxiltural, economic 
and social needs of the country. It is required to put forward pro- 
posals for restructuring of the education system, and at the same time 
to assess the financial resources needed. Finally, it has to make 
recommendations for long-term educational planning. In its first 
session, the Commission for Education went so far as to compile a work- 
ing programme for its committees, oriented towards educational problems 
of special urgency (38). 

The position of the Council for Education and educational policy 
are today more promising. The Council has s\ifficient means at its 
disposal at least to gain the co-operation of experts and to call in 
special reports, and for these ends alone has more than the whole 
budget of the Deutscher Ausschuss ever amounted to. Hence there is for 
the first time an opportunity - which is being exploited - to collect 
systematically the findings available from studies and experience at 
home and abroad, when considering reform possibilities for Germany {59)' 

The work of the Council for Education to date and its first re- 
commendations on the future organization of the secondary school system 
(40) clearly show, however, what the very attempt to make it more 
effective by changing its composition has fostered an element of com- 
promise in its recommendations. This dilemma could hardly be solved, 
however, by filling such a consultative body exclusively with 'pro- 
gressive' experts, as the realization of reforms requires a consider- 
able degree of social consensus and in particular willingness to co- 
operate on the part of the institutions and groups entrusted with the 
execution of reforms* 

The sitToation as described above may have made it clear that the 
demand repeatedly made for a national ministry of culture would not 
necessarily bring one any closer to a solution of outstanding problems, 
however urgent a central authority for education policy may in many 
ways seem. The more important precondition is a generall public aware- 
ness of the need for a lonf:-term education policy and planning, and 
the Council of Education cnuld certainly contribute to achieving this. 
If the simultaneous publication of recommendations and unsolicited 
reports provide an opportunity to open up new perspectives, then the 
real innovative effect of this body is to be found in its recommenda- 
tions on school experiments (41a). This part of its activities, since 
it is directed only towards experiments and not global changes, enjoys 
greater freedom of manoeuvre. urthermore, school e3|cperiments as yet 
require no fundamental decisiors on educational policy. Hence, even 
federal states, for example, wfiich have hitherto plg.nned no experiments 
of this kind, are now ready to take part in the comprehensive school 
programme (41b), which was part of a Commission of Education proposal. 
Local authorities, too - and they are now among the main initiators of 
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reforms - can in this way receive further encouragement and help. 

This process of 'grass roots* reform spreading gradually 'from 
below' and stimulated by competition between the federal states and 
their constituent communities, offers at present the most promising 
prospect of global change in the years to come. With the interplay of 
information and experience which is thus coming into being, more recent 
school experiments differ from their predecessors. These sometimes 
provided outstanding models, which, however, being conceived in isola- 
tion, remained ineffective. 

At the same time, in a situation marked by an increasing willing- 
ness to undertake reforms, the interdependence of the various levels of 
the education system, and also the connection between educational policy 
and basic decisions in other sectors of society, require at least a 
larger measure of supra-regional co-ordination, information and plan- 
ning than can be secured by partial and provisional forms of co-opera- 
tion between the government and the federal states. A first step to- 
wards giving the government power to decide education policy - similar 
to its recent authorisation to decide broad policy lines for higher 
education and vocational training - was taken in 1969 with the exten- 
sion of government competence to the field of educational planning. 
The previous Ministry of Science and Research became the Ministry of 
Education and Planning. To what extent introducing mere participation 
in educational planning - without at the same time diminishing 'the 
power of the federal states so that one can lay down mandatory policy 
guidelines - will accelerate educational refom, remains to be seen. 

In April 1970, at the end Of its first period of office, the Coun- 
cil for Education submitted a structural plan for the education system 
(42a). It is a lengthy document dealing with the future of educational 
institutions, essentially a compromise, as was only to be expected from 
the composition, working methods and function of such a body, and as io 
amply stated in the introduction to the report. For the firsV time in 
Germany since the war, though, it provides a far-reaching proposal for 
reform, which, in view of the amount of discussion and advice ton which 
it is based, ought to meet with wide support and could, at the\same 
tim«, despite its tentative character, set in motion a progressive 
trend throughout the whole education system. In brief, the recommenda- 
tions are as follows: compulsory education beginning at 5, and last- 
ing 10 years; establishment of a leaving qiialif ication (Abitur I) for 
the middle school, with the intention - and hope - that it wc^tid be 
obtained by most pupils; horizontal stages in the education system from 
elementary to further education; a Secondary Stage I concludes the 
basic education of all pupils, Secondary Stage II leads, with numerous 
variations, to Abitur II - the minimum requirement for university 
admission - and to initial vocational qualifications;' the proposal 
thus aims to integrate non-vocational and vocational education. It is 
assumed that by 1980, 45 to 55^ of the relevant age group will be 
attending full time the first two years of Secondary Stage II, which 
is non-compulsory, and that the corresponding figure will be 25 to 
in the third year of Secondary Stage II. These rates have long since 
been reached m other industrialised countries, but would mean a con- 
siderable expansion of German education. Furthermore, pre-school 
education is to be developed as a so-called two-year Elementary Stage, 
the aim being to make provision on an optimal basis for about 75^ of 
all 5 and 4 year-olds. 
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There are also suggestions on how to improve teacher training* 
This is all the more important in view of the multiplicity of teacher 
training programmes that exist and the desolate state of teacher train- 
ing today. These threaten to nullify any new education policy, however 
progressive it may be, A key proposal is the provision of a university- 
level training for all teachers • It would basically involve study of 
education and the social sciences, pedagogics, with systematically inte- 
grated teaching practice. Hitherto, there have only been isolated 
programmes, differing in quality and status according to the type of 
school in which the student wishes eventually to teach. This has been 
an exacerbating obstacle to integrating the education system more close- 
ly. But under these new proposals, the courses would differ only in 
the group of subjects chosen to complement the basic course taken by 
all, which, as already indicated, would be rooted in the social sciences. 
Finally, the plan contaiip proposals for a reform of educational admini- 
stration, where change is essential, if flexible and continuous reform 
is to be achieved. It also provides estimates of the money and staff 
needed for the recommendations to be implemented. This also disting- 
uishes it from the earlier plans for reform, which failed not least 
because of obscurity- as to their implications. 

The potential of the plan - to open new persi:)ectives without dog- 
matic commitment - at the same time indicates its weaknesses. The 
proposals allow for interpretation, for ejcample, in favcur of develop- 
ment along comprehensive lines, but equally for a preservation of the 
present unco-ordinated plurality of types of school (though admittedly 
they emphasize that this existing situation can no longer be justified). 
Again, one has to wait and see to what extent these generally progres- 
sive recommendations by the Council for Education remain merely a form- 
al declaration and to what extent they permeate the educational practice 
of the federal states. 

At the beginning of June 1970, the federal government put pro- 
posals before Parliament for the future growth of the education system, 
as indeed Willy Brandt had said it would in the declaration of policy 
he made after the elections in October 1969 (42b). The reforms it 
envisages for the school system basically conform with the Council for 
Education's recommendations, though some of its aims are more explicit, 
for example the commitment to try out and gradually introduce integrated 
comprehensives (45 ) . 

The government's programme foresees a national education plan to 
be produced within a year by an educational planning committee composed 
of members representing central government and the federal states. 
This is to include a commitment to specific reforms, and will set both 
medium-term targets and long-term goals. More immediately, the govern- 
ment wants programmes started to deal with particularly pressing pro- 
blems such as co-ordination of educational research and curriculum 
development, and of individual projects such as experiments with 
schools (pre-schools , comprehensives and whole-day schools), the pro- 
duction of teaching aids and teaching programmes, atudies on regional 
planning and on the demand for education. But not until discussions 
between the government and the states start will we know how far there 
is a consensus on specific plans by the government to co-ordinate 
school policy, fnr which alone the federal states continue to be legally 
responsible. 

The preliminaries for concerted educational planning were finally 
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completed by June 1970 with an administrative agreement between the 
government and the federal states on the setting up of an educational 
planning commission. It began work at the end of July* 

There are seven government representatives on it and eleven 
representatives of the federal states. They are to produce a national 
education plan within a year, with estimates of its cost. Should they 
actually succeed in agreeing on a practicable policy for reform, it 
would be the first opportunity yet for developing education in all the 
federal states along* mutually agreed lines and for changing the f edera-- 
list system from an instrument of educational immobility to one of 
fruitful co-operation and competition. Before this can happen, con- 
siderable problems (quite apart from difficulties over the substance 
of the agreement) will have to be solved. Among the greatest of these 
is how to finance an education programme adequate to compensate for the 
years of inactivity in this sector. The intention is to meet some of 
the cost over the next few years by placing a provisional extra levy on 
income tax and by raising a loan for educational expenditure. Tax 
rises, resort to new sources of income and a change in the order of 
priorities in any case seem inevitable by the mid-seve'nties at the 
latest • It IS widely thought that they are urgently needed already if 
plans for reform are not to remain mere pipe-dreams. 
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CHAPTER III 



MOTIVES FOR CHANGE 

Since 1945 there have been many changes in the school system. As 
a rxile they have been directed towards the extension and standardiza- 
tion of the system in the various federal states - for example the 
extension of the elementary and secondary modem school and the Intro-' 
duction of foreign languages in elementary schools - or modifications 
and elaborations of existing practices, as, for example, changes in 
selection procedure or the introduction of supplementary routes through 
the education system. Changes of this kind, directed at particularly 
striking malfunctions but still in no way challenging the goals of the 
school system and its general direction, have little connection with 
the terra 'innovation' , .in the limited sense that we have given it here, 
however important they may be for the development of the education 
system. 

From 1965-66 onwards, school experiments were started by a wide 
variety of groups; for example, by the school administration, to a 
large extent by those responsible for the schools themselves, by indi- 
vidxxal schools, teacher associations, parents* associations, or by 
individuals with a particular interest in the matter at hand. These 
have, by contrast, been mostly directed towards new goals, for example 
towards objectives which have been in the forefront of educational 
discussion in recent years. These include, for example, changes in the 
system of transfer from primary to secondary school (the transitional 
stage), extension of the elementary school period with the simultaneous 
integration of non-vocational and vocational education, the differenti- 
ation of grammar school courses, the introduction of whole-day schools 
and above all the introduction of comprehensive schools which incor- 
porate most of these other less ambitious experiments. The fact that 
about two-thirds of the 200 or so school experiments in state schools 
have begun since I960 indicates that general school reform, so much 
neglected since 1945, is gradually getting under wa^y, at least in the 
form of experiments. 

This kind of reform trend, which is independent of the official 
school policy of, say, the KMK or the ministries of culture in the 
federal states, makes it difficult to discern any general * pressure' on 
the country's education policy or to describe its causes. There would 
be some point in talking of such pressure only if and when relatively 
clear education goals had been formulated, which could not be achieved 
with the prevailing organization of schools, and if there were readi- 
ness to transform these goals into more than verbal appeals, i.e. into 
concrete development plans. Such a tendency has been more noticeable 
since the change of government ir 1^69. The innovations come mainly 
from, or find a foothold in, local communities - with a few exceptions, 
such as Hessen and West Berlin. This is not least due to the fact that, 
at the lowest level, conflict situations derive from direct confronta- 
tion with the difficulties of school practice and the demands of those 
groups involved or affected. In part, it is practical and economic 
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necessity that are provoking policy decisions in education, such as 
those brO\ight on by the need to renew school buildings or to enlarge 
elementary and secondary schools; both of these are often made 
financially viable in small towns or rural districts only be merging 
several schools and types of school. But neither pressures such as 
these, nor the failure of the school system to keep pace with the 
social and economic changes - a popular argument - automatically pro- 
duce the necessary policy decisions, however much they underline the 
need for certain reforms. 

It can be fairly clearly seen from the development of education 
policy over the last 20 years, as described above, that of the two theo- 
retically possible alternatives - i.e. between isolated reactive 
changes and adaptations, on the one hand, and, on the other, long-term 
planning directed towards concrete goals - that of isolated change has 
tended to predominate. It may be that the very orientation of p'^o- 
gressive arguments based on putative material circumstances such as 
"the growing need for qualifiefl manpower** or "the changing social 
structure" or "a trailing position in international league-tables" has 
contributed to this. For these arguments have focused attention on a 
variety of quite different possibilities deduced from the same set of 
facts. 

The problems that emerge from a statistical and qualitative 
analysis of the general school system have been raised in the first 
part of this study. These include the difficulties inherent in an 
early and more or less arbitrary choice of emphatically different 
school courses and careers, high drop-out rates, drastic social selec- 
tion, an articulation of the school system invidiously based on a 
typology of human ability and on economic and functional considerations, 
increasing numbers in the secondary schools giving a multiplicity of 
different motivations confronted by a relatively one-dimensional range 
of school courses, with little chance of revising possibly premature 
decisions, and so on. The rise in relative attendance figures in 
secondary schools is a sign of the growing importance of the social and 
professional status of an education providing academic qualifications. 
Access to and successful completion of qualifying stages of education 
become all the more important, the more the completion of specific 
school stages becomes a formal qualification for individual professions, 
as is increasingly the case in West Germany. 

The coupling of secondary modern 'and grammar school qualifications 
with professional eligibility - i.e. interpreting them as evidence of 
the capacity to occupy intermediate and leading positions in profes- 
sions - is a historical quirk of German secondary education. These 
qualifications were originally valid only for careers in the civil 
service, but they soon became recognized by industry as evidence of 
achievement. This reinforced the strategic position of school educa- 
tion in society. The significance of universal education, when school 
results are so important as q^\alif ications , is perhaps most evident at 
the •lowest level*. Completion even of elementary school is increas- 
ingly becoming an entrance requirement for the teaching profession 
while, at the same time, the demand for workers with no qualifications 
is shrinking. On the other hand, with the growing intake in secondary 
schools, the proportion of elementary school pupils completing at least 
the elementary school course is declining, 

At the same time, it is not just a question of getting more pupils 
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throiagh the existing school courses. The more stringent entrance 
requirements set in all professions and, above all, the rapid change 
in the skills required in professions - whose long-terra consequences 
can hardly be foreseen - make a well tho\aght-out general and basic 
education essential, one which fosters professional mobility (44), 
Thus, surveys and prognoses of the demand for qualified people in 
specific professions are not an adequate basis for the long-term plan- 
ning of course contents and of the school system, but they at least 
indicate gaps in the current range of school syllabuses, with their 
restrictive effect on the pupil's breadth of vision. This is true 
both of professions accessible via elementary and secondary modern 
school - which concentrate on relatively few traditional professions 

(45) - and in particular of grammar schools which prepare pupils for 
university entrance - and whose predominantly literary and historical 
approach contrasts with the growing importance of technological and 
scientific fields of employment. One sign of this is the shortage of 
qualified technologists and natural scientists that has long prevailed 
in industry, research and education. What has been described here in 
relatively abstract terms as the failure of the schools to meet the 
needs of a flexible economy, is strikingly evident in the discrepancy 
between school pupils • career aspirations and their education. Even 
where the career aspirations of pupils are realistic in view of their 
school education, they are so vague that t;-ey are likely to intensify 
the frustration experienced by the pupils in their subsequent careers 

(46) . Precisely such considerations as these lie behind experiments 
to combine general and vocational education in a subject such as *work 
and careers* ( Arbeitslehre ) . They have led to the introduction of 
periods of practical experience in jobs and places of work during the 
last two years of compulsory schooling, and to provision of a greater 
variety of subjects in post-elementary education. 

The effect of economic arguments on changes in the school system 
has, however, remained ambivalent. The conclusions drawn about school 
organization from this state of ?^f fairs are twofold. On the one hand, 
one should dismantle structural and qualitative barriers such as one- 
sided curricula and early vertical differentiations, which have the 
effect of heavily restricting the range of careers open to a pupil by 
the sheer fact that he enters a certain type of school. On the other 
hand, greater differentiation within the tripartite system and a hier- 
archical ladder of school-leaving certificates would achieve a better 
distribution of pupils and prepare them more realistically for careers 
and further education. Both approaches - the plea for increased flexi- 
bility in the structure of schools and in curricula, or alternatively 
support for reactive planning in the sense of organizational modifica- 
tions within a given system - are found sjde by side, yet in relative 
isolation, in the government's report on educational plannir<g (47). 
In the recommendations, too, of the Council for Education, they under- 
lie, tof;;ether with other motives, on the one hand the concept of com- 
prehensive schools, on the other the reorganization of secondary school- 
leaving arrangements (48). The demand for qualified manpower has, if 
anything, encouraged the school of thought which favours more intensive 
promotion of a pupil •s existing abilities. This is manifest in the 
widespread practice of setting aside sub;]ects on the basis of achieve- 
ment in transitional stage and comprehensive school experiments, rather 
than that which advocates strengthening the pupil's need for achieve- 
ment, and is likely to be, at least as long as there are still untapped 
reserves of pupils in those social strata which have traditionally 
placed high value on education. 
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The pressure exerted by changes in the economy on the education 
system and the ensuing need for educational planning and rationali- 
sation would seem, in the long run, conducive to innovation, in that 
analyses of the effectiveness of the education system bring institu- 
tional barriers to light and thus prepare the ground for the testing 
of alternative models. And here the motive of international competi- 
tiveness ultimately makes itself felt (49). However problematic global 
- and mainly quantitative - comparisons between the effectiveness of 
different education systems may be, they have nevertheless shown that 
the Federal' Republic , though one of the largest industrial nations in 
the world, shows up poorly in international comparisons of expenditure 
on education as a proportion of gross national product, in comparisons 
of school attendance figures and of output of highly skilled manpower, 
etc. 

Apart from the economic aspect of the schools' lack of modernity, 
the demand for equality of opportiinity has been an even more important 
driving force for innovation* For a long time it was thought that to 
select on the basis of an attainment test and to provide financial 
subsidies constituted democratic practice, but finally even the some- 
what belated German investigations into the social determinants of 
ability, school performance and success, as well as into the social 
discrimination produced by a vertical structure with its early selec- 
tion, have revealed how iindemocratic such social selection is. Selec- 
tion on the basis of attainment emerges as strata-specific selection, 
not just problematic at the point of transfer from primary to differ- 
entiated secondary schools, as, by and large, was first thought to be 
the case (hence the introduction of the transitional stage in an attempt 
to reduce its impact). Social selection, on the contrary, extends 
through all stages of the education process from the moment the child 
is accepted as fit to enter primary school, through transfer to second- 
ary school, and the completion of the course there, to university 
entrance. To make similar intellectual and theoretical demands of all 
pupils further tends to intensify social selection in that thought and 
achievement patterns typical of middle class socialization become a 
general precondition of successful school performance. Hence the prob- 
lem is less one of experimenting to develop reliable selection proce- 
dures and trying to mobilize manifest reserves of able children, and 
more one of finding institutional measures to promote motivation, verbal 
skills and powers of analytical thought, instead of taking them for 
granted, and to compensate for any backwardness in development and 
attainment, instead of trying to apply negative sanctions in the form 
of selection. 

The early separation of pupils into relatively homogeneous social 
groups allocated to the different types of secondary school is also 
being more and more questioned on wider social and political grounds. 
Even if the hierarchical school system^ reflects , rather than creates, 
the hierarchical structure of society, it nevertheless accentuates 
social inequality, and above all the social distance between strata, 
by the mechanism of self-recruitment of social strata through school 
education. Motivational studies into working-class parents* desire 
for school education for their children have revealed a dichotomous 
and affective picture, which seems to reflect the social consciousness 
of workers in general: the university is seen as a foreign world 
peopled by "them** and "rich people", which one cannot enter oneself 
where, if one could, one would not survive (50). So for such reasons, 
too, a uniform school organization is advocated to >c^ide an area of 






common experience for all social classes. 

The debate on how to mobilize hitherto underprivileged groups 
ultimately drew attention to the wider question of how to foster talent 
in the present school system. Stimxxlated by the first results of ex-- 
periments in this field and by relevant experience and thinking abroad, 
by investigations into the failure of certain pupils to qualify for 
promotion to the next higher class, by the attention which foreign 
research into ability is beginning to receive, there is growing doubt 
as to the efficiency of the present 8ohool system. For, despite all 
sorts of differentiation, this is still based on a division into rela- 
tively rigid types of school, and a system within the School based 
inflexibly on the pupil's year of intake and offering a standard sylla- 
bus equally binding for all. It thus hardly permits individual and 
partial lack of achievement, or special abilities, to be catered for. 
Such considerations as these have contributed to the conception of the 
school as a differentiated institution in which individualized and 
compensatory instruction afford maximum support to each pupil. Here, 
the economic arguments for the mobilization of children's talent co- 
incide with arguments for measures to reduce inequality of opportunity. 
The motives - outlined above - which lie behind demands for better 
education for all, more efficient organization of schools and equality 
of opportunity, are leading to structural, curricular and technological 
innovations in the school system. The structural changes are mainly to 
do with pre-school education, measures to achieve greater differenti- 
ation, the transition from primary to secondary school and the intro- 
duction of a uniform but flexible system of comprehensive and full-day 
schools. The policy debate concentrated originally on organizational 
changes,' but it has become clear from the incipient planning of compre- 
hensive schools, if not earlier, that changes in the social and peda- 
gogic functions of the school essentially depend on changes in course 
content. In other words, what is needed is a systematic development 
of curricula, evolved with the aid of the social sciences and amenable 
to rational analysis. Such curricula would be oriented to the sociali- 
sing function of the school. Their efficacy must be subject to exami- 
nation and revision (51). 

The traditional pattern of curriculum development by the ministries 
of culture seems outdated. Groups of school administration officials 
and specialists have hitherto worked out guidelfffes for the syllabus, 
closely adhering to traditional school subjects and influenced in 
varying de^^rees by the demands of teacher associations for the specific 
subject and on the basis of unsubstantiated assumptions about the 
educative content of the various subjects and their transfer effect. 
The need for achieving learning goals calls for more rational proce- 
dures of curriculum revision. These, by bringing decision processes 
to light, will ease such revision. Equally necessary are new forms of 
co-operation to mptivate participant groups - in this case particularly 
teachers - to want innovation instead of crippling them by official 
decrees . 

Curricular changes present the most urgent and difficult problem: 
earlier neglect of this sphere places current school experiments under 
additional pressure for completion. Furthermore, curriculum research, 
the :youngest branch of educational research, is still in its early 
stages. The mod^ proposed by the Council for Education - in connec- 
tion with its comprehensive school 'recommendations for a pragmatic 
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revision of syllabuses (52) involves co-operation between teachers, 
specialists, administrators and representatives from outside the school 
system, and contacts between the schools and between the ministries of 
culture and the Conference of Ministers of Culture, It affords a 
workable compromise, providing the minimum co-ordination necessary, 
yet leaving enough elbow room for a whole range of innovations. 
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CHAPTER IV 



KXAMPLES OF INNOVATIONS 

The innovations dealx with in this survey have been selected to 
cover both the types of innovation in progress and the federal states 
or regions concerned. An effort has been made to select developments, 
likely to be of increasing importance and to describe the circumstances 
and teething problems involved in most innovation. 

1 • Organizational Innovations 

School transition experiments ; Among the earliest attempts - 
indeed for a long time the only attempt - to modify the premature and 
rigid divisions between types of secondary school was the planning and 
introduction of a gradual transition from primary to secondary school. 
Such institutions as have been evolved for this purpose will be refer- 
red to in the rest of this report as the 'orientation stage' ( Forder - 
sjbufe), though their actual title varies from state to state. 

The first experiments to change transfer procedures between pri- 
mary school and the various secondary schools were started in 1948 in 
Lower Saxony as part of the post-war school development plans (53). 
In 1951, there were seven such experimental schools^ in 1962, sixteen. 
The so-called differentiated middle stage extended from the 5th to the 
8th school- year, and in it all the pupils, who would otherwise have 
moved on to the various types of secondary school, were taught in a 
combination of core subjects and courses in which there was increasing 
differentiation. The motives behind it were to increase social educa- 
tion, to raise standards of achievement at the upper end of the primary 
SvJhool (i.e. the modern Hauptschxde ) and above all to adopt a more 
reliable selection process for transition to secondary school. These 
projects wextt the first to be submitted to systematic verification. 
They stemmed fro^a the initiative of school and university teachers and 
had the firm support of the ' Deutscher Ausschuss ' and the College for 
International Research into Pedagogics in Frankfurt. Interest was 
shown by the Lower Saxony ministry of culture, though the latter 's 
support for the accompanying studies was only moderate. The first 
research reports on the project were published in 1963. They confirmed 
its success, particularly in providing a more reliable selection pro- 
cedure and in that pupils' performance was on the whole better than 
that of children in the ' Hauptschule ' , without any deterioration in 
achievement of the more * gifted' pupils being discernible. The results 
of this project caused a consideirable stir in other federal states too. 
The ' Deutscher Ausschuss ' had in fact considered a recommendation along 
these lines before eventually deciding to limit its transitional stage 
of schooling to two years. But the experiments were stopped in 1964, 
mainly because of pressure from the professional associations which 
supported the autonomy of the different existing types of school, and 
as a result of the KMK's inclination to support moves towards uxiiform- 
ity, as it had done in the 1964 Hamburg Agreement. 
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This historical digression affords an example of the difficulties 
that even demonstrably successful experiments have hitherto had to face. 
School experiments have, for instance, to receive prior official sanc- 
tion, and can thus be curtailed even despite the express wishes of 
parents and teachers, a state of affairs not exactly conducive to 
initiative on the part of teachers and schools. Often, the existing 
educational structures and the way they are supported by the various 
teacher organizations - themselves divided according to status diffe- 
rences - still prove to be rigid, and this is true, too, of prevailing 
educational and social norms. So, despite glaring deficiencies in the 
school system and the availability of tested alternatives, they hardly 
allow improvement even of the sort that their participants themselves 
want. 

Further experiments with the transitional stage were started after 
recommendations by the ' Deutscher Ausschuss ' in 1959 and 1962 that the 
transitional stage should last for two years, following four years of 
primary school, and that it should be for all pupils. It was to pro- 
vide more reliable and equitable selection, help discover late develo- 
pers and stimulate weaker pupils by putting them in the same classes 
as stronger ones. 

4 

Hesse has gone furthest in implementing these reconunendations. 
It has had experiments in a similar vein since 1955. From i960 on- 
wards, at the instigation of its ministry of culture, special transi- 
tional stages have been introduced in the state schools and guidelines 
worked out for them. In 1965, such experiments existed in 57 schools; 
they involved 6.7^ of all pupils in the 5th and 6th school year. By 
1968 they covered 84 schools with about 15^ of all pupils in the 5th 
and 6th year. In 1969, a new school law was passed there decreeing the 
universal introduction of the transitional stage. The transitional 
stage is part of the primary school, but has teachers from all three 
types of secondary school. In other federal states, the introduction 
of this kind of transitional stage is limited to isolated experiments 
in only a few schoola. Wherever the transitional stage has been intro- 
duced on a larger scale rr even made standard practice, it has been in 
a heavily modified form, which again departs from the original goal of 
educating and bringing on all pupils together. Instead, the two year 
transitional period (in Lower Saxony and in North Rhine-Westphalia 
since 1965; in Bavaria it is planned) takes place in the respective 
types of secondary school or solely in the grammar school, as, for 
example, in Hamburg (54). 

To incorporate the transitional stage in the different types of 
secondary school is a typical example of partial implementation of 
innovations without corresponding alteration of the existing school 
system. The development and testing of a differential solution to the 
transitional stage problem is thereby prevented and delayed, although 
research into the experiments in Hesse have shown that not even its 
more ambitious concept of a common programme for all in the transi- 
tional stage, with its present curriculum based on communal courses 
and setting, can achieve the individual education and support for the 
pupil which is desired. 

Empirical studies commissioned by the Hesse ministry of culture 
at 6 schools which have the transitional stage, have shown that, in 
general, more accurate selection is achieved and that this obiective 
is fostered by the organizational structure of the school (55). The 
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proportion of pupils moving on to grammar school and secondary modern 
school has risen by 12?J, of which the main rise (10%) was to the secon- 
dary modem school • This increase was amongst children of professional 
groups, but mainly amongst children of lower and middle-grade civil 
servants and of skilled workers. The transitional stage has thus pre- 
dominantly affected the middle class, whose educational aspirations are 
in any case risiiig, while - apart from the skilled workers - it has 
hardly dravm at all on the untapped resources of the least education- 
ally-minded group, the working class. The rise in the proportion of 
children from social strata traditionally providing the highest pro- 
portion of secondary school pupils is striking. The proportion coming 
from higher socio-economic groups rose from 82^ to 90^» 

This study shows the problems of an isolated measure such as the 
transitional stage, and more generally of equalizing educational oppor- 
tunity by merely providing educational institutions - problems equally 
relevant for the organization of comprehensive schools. The rigid 
division between types of courses and the ensuing importance of select- 
tion in the first instance merely create an organizational problem 
which can be solved with comparative ease. Instead of the common 
courses embracing a number of subjects, which used to be the rule in 
Hesse, subject courses are now being introduced. To ease the transi- 
tion from one course to the next, the Hesse ministry of culture has 
ordered the introduction of 'lift courses*. 

More important than any possible structural consequences is, how- 
ever, the approach to the task of fostering ability, for this \iltimate- 
ly determines the scope for innovation. Even among the teachers in 
these experimental schools, the opinion still prevails that fostering 
talent consists of measuring the child's level of performance and plac- 
ing him in appropriate courses (56), Here, the underlying attitude 
that ability is a fixed quantity but merely latent, and that it only 
needs to be assessed by more objective measures of performance, impedes 
an organization in which learning potential could be created rather 
than assumed* In view of this, the isolated introduction of a transi- 
tional stage for pupils between the age of 10 and 12 promises only 
crude improvements. For this reason, too, the transitional stage has 
meanwhile receded somewhat into the background of Hesse's educational 
planning: it is now intended as a transitional stage leading to diffe- 
rentiated comprehensive schools, while the fostering of ability has 
become very much a function of the primary school and pre-school classes, 
where compensatory measures can be much more effective (57). 

Comprehensive Schools : Experiments which bring the three tradi- 
tional types of secondary school iinder one roof are a relatively recent 
phenomenon in the Federal Republic, It had, however, forerunners in 
the Berlin 'unitary school* (the * £inheitsschule * ) between 1948 and 
1951, which provided the initial 8 years of schooling, and in Lower 
Saxony's experiments with a differentiated middle school; it is found, 
though in a weaker form, even in the idea of the transitional stage. 
The principle behind the comprehensive school is to educate children in 
a differentiated system of courses, which only at a late stage lead to 
a choice between different specializations in the overall type of edu- 
cation the child is to have. The stress is on individiial needs and the 
fostering of talents, remedial education, and compensatory education 
for socially underprivileged children. 

There were isolated cases of p^mprehensive and quasi-comprehensive 
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school, partly in private schools (e.g. the Odenwald school) and partly 
in the state system, before the early 1960*s, when the idea was again 
broxight into discussions on educational reform. Since 1965^^ Jjt has 
been an increasingly common feature of plans and experiments, Slno«- . 
1961, there has been a comprehensive school (the Fritz Karsen School) 
in Berlin, in which 6 years of primary school are followed by two years 
of differentiated middle school with course and core teaching, and only 
then is there division into main types of syllabus leading to different 
kinds of qualification. Since I960, there has also been a German- 
American school in Berlin, the John F. Kennedy School, which is a 
differentiated comprehensive school. In Hamburg, there are two similar 
experimf its dating from 1954 and I960, In Hesse, experiments along the 
same lines were started in 1954; in these, the introduction of transi- 
tional and observation stages postpones structural division into types 
of secondary education by at least two years, and the ensuing kinds of 
secondary education are at least organized as a unit within a common 
education policy (Schuldorf Bergstrasse since 1954, and the comprehen- 
sive schools Kirchhain from 1957, Wolfshagen from 1958 and Frankfurt- 
Nordweststadt from 1963) (58), 

These early experiments made only a slight impact, though, on the 
public debate on education. They were, after ail, purely local, were 
hardly intended as test-beds for changes in t^e state system, and - in 
so far as they involved private schools - were in any case isolated 
from the state system. The real impulse to try out similar kinds of 
school again came only via the international debate on them and the 
trend to go comprehensive in other West European countries with similar 
vertically structured school systems; the Swedish example was particu- 
larly influential. Any departures at home were, and to a large extent 
still are, a matter of personal initiative. In the early 1960's it was 
above all the Social Democrat Senator in charge of school education in 
Berlin, Carl -Heinz Rvers, who tried to get the comprehensive school 
accepted by political parties and the public as more than merely a 
local solution. At first he had little support even in his own party. 
Since 1962, he has had four comprehensive schools planned in Berlin (59) 
Only since 1964 have such proposals 'net with public approval • The SPD 
brought the incorporation of the different types of school into one 
organizational unit into its official education policy (60) and the KMK 
expressed similar views in its * Berlin declaration* of 1964 (61). So 
far, however, onl.y Socialist-run Hesse, in its school statute of 1969, 
has committed itself by legislation to development along comprehensive 
lines (62),' In the other federal states, comprehensive sobools havR 
for the time being merely the status of experimental school, at best 
indicative of possible future developments. The uncertainty as to 
future developments and the fact that the older comprehensives have not 
been subjected to proper experimental testing, while more recent ones 
are as yet only on the planning board or in their initial phase, haTdly 
permit any assessment of the effects of such structural reforms and 
hence their implications for further innovations. The intention here 
is mdre to discuss problems whose relevance for innovational processes 
is already becoming apparent. In 1965, there were 14 schools in the 
Federal Republic which, in varying degrees, combined all the different 
types of schooling. Of these, 8 could be strictly described as compre- 
hensives in that they provided differentiated types of schooling at 
least in the middle school, i.e. from the 5th to the 6th or 8th school 
year. The remainder merely combined several or all the main types of 
school under one roof, for example the Bremerhaven combined schools, 
which were introduced by legislation in 1949 as the standard type of 
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post-elementary school (63 )• More recently, there has been much more 
rapid development towards comprehensive education in the federal states. 

The first states to plan and support comprehensive education were 
Berlin, Hamburg, Hesse and North Hhine-Westphalia - all except North 
Rhine-Westphalia trnditiorr* lly Social Democrat areas with a relatively 
well-established tradition of reform. 

By novf, comprehensive and quasi-comprehensive schools are being 
planned in almost all the federal states, especially since the KMK's 
approval of the Council for Education's recommendation that 40 compre- 
hensive schools be set up on an experimental basis. An exact idea of 
the number of comprehensive schools in existence is made difficult by 
differences in their nomenclature and by their relatively rapid develop- 
ment* In 1968-69, there were 2 integrated comprehensive schools (in 
existence or planned) in Baden-WUrtemberg, 6 in Berlin, 1 in Bremen, 
2 in Hamburg, 6 in Hesse, and 3 (with 20 planned for the period to 
1971) in North Rhine-Westphalia (64), The remainder are mostly mere 
school centres in which several types of school are brought into a 
single administrative unit, but with the traditional structure of the 
schools remaining unaltered. Some of these school centres have been 
planned as an interim step cowards comprehensive education, as is the 
case in North Rhine-Westphaiia, or in Hesse, where school centres have 
been located mainly in rural areas as part of a scheme to extend the 
network of cecondary schools. The development of these types of school 
and of the integrated comprehensive schools is often a feature of new 
conurbations and dormitory suburbs (as in Berlin and Frankfurt),. New 
towns, with their still relatively fluid populations, are proving 
especially open to experiments, for here innovations clash least with 
established kinds of school and the vested interests of pressure groups. 
Similarly, comprehensives tend to be built when sheer practical and 
financial considerations make it necessary to build new schools (cf , 
Weinheim in Baden-Wurttemberg, where in addition much was done on 
private initiative, or North Rhine-Westphalia), In such cases, one 
also has a relatively flexible situation, where the retention of obso- 
lete structures would be extremely expensi'^e, or could be achieved only 
by equipping the schools inadequately. The initiative behind the intro- 
duction of comprehensive schools usually comea from the local community, 
except in the case of the city states and of Hesse, where the ministry 
of culture instigated their creation (65 )• In some federal states, 
many more applications for permission to start comprehensive projects 
have been submitted than the state is prepared to grant, partly because 
any hasxy development without adequate preparation is seen as endanger- 
ing the very future of comprehensive education, and partly from concern 
at the 'unrest' that a large number, of experiments might entail. 
Political allegiance is not such a key factor in these decisions as it 
used to be only a few years ago. In 1959, for example, bishops and 
Catholic teacher associations vehemently rejected even the moderate 
proposals of the ' Deutscher Ausschuss ' , while today there is a compre- 
hensive school being started on local Catholic initiative. This does 
not mean to say that the shortcomings of conservative school policy are 
not becoming evident in some federal states. In Hesse, the development 
of comprehensive schools has been made easier by the early creation of 
a network of rural school centres and by the public's support for better 
education. In Bavaria, however, even raising the school age to 16 and 
introducing a foreign language in the primary school creates consider- 
able problems, as there is neither the money nor the staff, nor is the 
mainly rural population interested in obtaining better education. 
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Despite the unmistakable change in school policy, the importance 
of new school projects should not be exaggerated • Centralized schools 
outnumber integrated one« and the orientation stage has less often been 
implemented in full than introduced in a modified form of improved 
selection. The conflict between selection and orientation is also 
reflected in the internal organization of the comprehensive school • 
Existing plans for comprehensives are predominantly based on setting 
within subjects, which threatens to fix the child prematurely at his 
current level of attainment, thus aggravating existing inequalities of 
opportunity. Although equality of oppoi^tunity is one of the chief 
goals put forward for comprehensive schools, their hastened introduc- 
tion has been motivated largely by the desire to optimise performance, 
a function which the traditional school system has manifestly failed 
to fulfil (66), Here one sees that to achieve the original pedagogic 
and social objectives of the comprehensive school, much more than 
simply local innovations within the school are required. What parents, 
teachers, and above all future employers in the civil service, industry 
and university expect of the school is traditional leaving examinations 
and this impedes projects whose results cannot simply be measured by 
such criteria* The need to prove to their critics that comprehensives 
can produce results no worse than the vertical school system, as measu- 
red by exam results, fosters the survival of the established types of 
schooling. This reflects the absence of prior research into and plan- 
ning of curricula, work which at the moment has to be done by the teach- 
ers themselves. They, however, have been trained only for the tradi- 
tional types of school. They are thus inevitably ill-equipped to take 
on the novel and complex work involved in producing new learning goals, 
curricula and testing procedures. 

In Berlin, comprehensive school projects illustrate both the diffi- 
culties and potential of the system (67)* The circumstances under which 
they were started were relatively favourable: a liberal senator was in 
charge of secondary school education, there was a group - at first ad- 
mittedly somewhat small - of progressive teachers, and a so-called 
•Pedagogic Centre • opened in 1965 to carry out educational research. 
It nevertheless soon became clear th«t to plan, implement and complete 
experimental projects such as this called for entirely novel forms of 
cc-operation between politicians, civil servants, experts in various 
fields, and teachers, if such people were to serve as a base for wider- 
ranging decisions on educational reform. For example, the teaching 
staff of the projected comprehensive schools had at first to do much 
of the planning and prepatory work themselves in isolation from the 
other groups involved in planning the schools. 

With the present state of curriculum research and available curri- 
cula, of teaching methods and teaching aids, and with teacher training 
run on a hierarchical basis, the main problem is that corresponding 
organizational distinctions have for the moment to be made within the 
comprehensive schools. At the same time more flexible planning models, 
open to trial and modification, are needed if the existing structural 
divisions within the school system are not to be reintroduced by ana- 
logous distinctions within the inaividual school (68), The planning 
and trial stages in these projects tend at the moment to be relatively 
isolated from each other so that those concerned are not equally aware 
of the problems involved, which makes mutual stimulation and correction 
more difficult. Even the comprehensives within the same federal state 
are competing against each other, and attempts to co-ordinate and plan 
comprehensives on a supra-regional level have so far failed. Here, 
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too, private initiative has made itself felt. In early 1969 a 'Society 
for Comprehensive Schools' (the ' Gemeinngt2ip;e Gesellschaft Gesamtschule 
e*,V« * ) was set up with the object of promoting new cpmprehensive schools 
and fostering co-operation between existing ones. The recently accepted 
experimental programme of the Council for Education should also contri- 
bute towards better co-operation and communication. 

The difficulties outlined above show how the status of experiments 
required to justify themselves can, in the absence of any central edu- 
cation policy, foster innovations, but equally how it impedes such inno- 
vation. 

Differentiation in the Sixth Form ; In a horizontally structured 
school system, another way of combining the individual opportunity 
permitted by an undivided school system with preparation for speciali-- 
zed professional and university courses is that proposed by Professor 
Hartmut von Hentig. He suggested the setting up of colleges (69a) 
which would replace the present sixth form of the comprehensive school 
and possibly the first one or two years of subsequent professional or 
university courses. His proposal assumes 10 years of schooling at a 
differentiated comprehensive in which the general education phase of 
the secondary school is completed. After this the pupil can opt for 
any of the colleges; only then does specialization begin. The motiva- 
tion behind this scheme derives from the problems described in the sec- 
tion on comprehensive schools, i.e. of simultaneously combining a basic 
general education, common to all^'^^th preparation for substantially 
differing terminal qualifications , at^^^ding to the vocational goals 
and subject preferences of pupils. His proposals are also directed at 
the hitherto unsolved problem of transition from secondary school to 
employment or to university; the latter requires a degree of SDeciaiiza- 
tion which the secondary school offering a general education cannot 
provide. The separation from the basic secondary school of a stage in 
which pupils are prepared for subsequent specialization is designed to 
enstire the necessary variety, otherwise attainable only in extremely 
large and centralized comprehensive schools. The scheme is intended, 
above all, to permit a freedom of choice hitherto prevented by too 
early specialization. 

One type of college von Hentig proposes is the sixth form college 
(the ' Oberstuf enkolleg ' ) « whose function it is to prepare pupils over 
a period of 4 years for specialized university courses. A trial period 
is being run in connection with the new imiversity at Bielefeld under 
von Hentig' s own direction. The Council for Education, too, has taken 
up the sixth form college in its experimental programme. Sixth form 
colleges combine the last three years of secondary school with the first 
year of the university course. They are intended to enable pupils to 
choose at an early stage the subjects they want to study at university 
and at the same time to enable early revision of this choice. They 
would thus fulfil an orientation and a specialization function which in 
existing universities is left entirely to individual choice. The orien- 
tation function would be achieved by the provision of a much wider range 
of subjects in the curriculum than is offered by the grammar schools; 
this breadth of syllabus is intended to permit the student to embark on 
the first-year course in whatever discipline he may wish. The proposal 
provides for 36 optional subjects (of which two must be chosen) and 4-5 
compulsory subjects in e college comprising 80 staff and 800 students. 
Half the staff are to be drawn from the university. The inception of 
the sixth form colleges in Bielefeld is planned in two stages, the first 
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of which is limited provisionally to about half this number of students, 
with a similar restriction in the number of subjects offered. During 
its trial stage, the college will be fully integrated into the univer- 
sity. The plan for such colleges keeps more consistently than do exist- 
ing comprehensive projects to the assiimption of an undivided secondary 
school providing the final stage of common education for all, in which 
career choice is not prejudiced by premature division into different 
types of education. Sixth form colleges could also offer one of the 
solutions being canvassed for university reform by affording a basic 
undergraduate course, while the university itself would provide only 
more advanced courses. To start trying out sixth form colleges just 
now as preparation for university education has its problems. It is 
symptomatic, though, of a preoccupation with education geared to the 
university and at the expense of other - to say the least - eq\ially 
neglected kinds of education, for example pre-vocational education. 
The efficacy of such a college can only be assessed at all accurately 
when it is backed 'up by a minimum school-leaving age of 16. Meanwhile, 
there is a danger that the idea will be inverted and the sixth form 
colleges of this kind will be established as academically oriented 
elitist schools, fulfilling a function which the grammar schools no 
longer can. It is also too early to judge how far differentiation with- 
in the preceding part of secondary education can be achieved without 
different terminal qualif icatioua , i^e. to what extent a common termi- 
nal qualification can be introduced which affords access, not merely on 
paper but in practice, to the full range of subsequent training and 
education. 

One can, however, foresee that projects with a more or less inte- 
grated type of sixth form following on 10 years of largely uniform 
basic education will flourish. This will ease transition to the more 
academic university education and in general a co-ordinated system of 
different qualifications is to be set up for transfer to the whole range 
of tertiary education and the various occupations. 

The urgency of such wide-ranging reform in the sixth form is evi- 
dent from the inadequate, purely local efforts made so far. A case in 
point is the specialized sixth form college ( Jachoberschule ) set up in 
1968 under an agreement between the government and the federal states. 
This college caters for the 11th and 12th school grades and allows 
puDils to concentrate on specific areas of study, e.g. engineering and 
business, and leads to one type of qualification for admission to high 
school, the so-called * Fachschulreif e ' , which gains the student admis- 
sion to a technical high school This supplements the traditional 
routes to technical high school via the secondary modern school with a 
oeriod of practical experience or via the upper elementary school, an 
apprenticeship and a vocational training college, so that there is now , 
a' wide range of alternatives. Some school leavers from the upper ele- 
mentary school can now complete a tenth year of schooling and go straight 
on to a technical high school. A partial reform such as this shows 
how joint measures can be carried out in the school system as it stands, 
despite • cultural federalism*. In this case they were the result, 
though, of considerable pressure by students and staff in the engineer- 
ing colleges and advanced technical colleges to raise the quality and 
status of this sector of education. The proposed classification of 
technical staff put forward by the EEC Commission did not, for example, 
recognise graduates of German engineering schools as engineers, as 12 
years at school and completion of a 4-year-course in engineering at 
university level were required, and the length and status cf the course 
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in Germany did not meet these requirements. The new arrangement bet- 
ween the federal states is, however, symptomatic of previous school 
policy in that new needs aro^ answered by the creation of yet further 
types of school rather than by more thorough-going reform. Instead of 
adding yet another variant to the existing multiplicity of schools, the 
co-ordination and phasing out of courses already being offered might 
have been tackled more systematically. 

The former Berlin Senator for Education, C.H. Evers, has put for- 
ward a scheme for a 'New Grammar School* which starts from a similar 
point of departure. The school would follow on 10 years of compulsory 
education and would cater for the two subsequent years, i.e. for all 
17 to 18-year-old pupils. The 'New Grammar School' would comprise 
three equivalent organizational variants: firstly, non-vocational and 
vocational courses in a programme of full-time education; secondly, 
half in-school education, half on-site vocational training; thirdly, 
one-third in-school education and two-thirds on-site vocational train- 
ing (70). There would be a variety of compulsory subjects for all 
pupils, whether f^l or part-time, which would be taught in undiffer- 
entiated classes. In addition, there would be a wide range of special 
subjects and combinations of subjects with corresponding terminal quali 
fications. Theoretically, such a scheme would permit pupils to attain 
both their first vocational qualifications and academic ones - either 
as alternatives or simultaneously. The pupil would be able to choose 
a career and the education he wishes later than has hitherto been the 
case, and would have a chance to revise his decision. 

A move in this direction is indicated by the recommendations by 
the Council for Education for reshaping the secondary school system 
with a Secondary Stage I, extending to the 10th year at school, and a 
differentiated Secondary Stage II, leading to the Abitur II and to 
initial career qualifications. With these proposals, both the academi- 
cally oriented sixth form would be further differentiated, and the pre- 
sent tangle of vocational and non-vocational schooling incorporated in 
an ordered system as part of the restructuring of the sixth form (70). 
In view of the sharp division there has been between vocational and non 
vocational education and the continuing absence of courses suitable for 
an integrated school offering the pupil a variety of options. Intensive 
research and trials are needed if a project of this sort ia not to re- 
sult in a merely nominal combination of various types of school. 

'Po judge from similar experiences in other countries, it seems 
doubtful to what extent che various types of institution proposed, with 
their different types of course, can actually be set up with "equiva- 
lent" status. 

The number uf changes in the whole education system that such pro- 
jects demand explain why, initially, as in Bielefeld, there is a tend- 
ency to concentrate on the academic sixth form, especially as the fail- 
ure to carry out university reforms over the last few decades has made 
a revision of university admissions procedure overdue. 

There are plans for the first step towards a partial integration 
of vocational and non-vocational education in the sixth form in North 
Rhine-Westphalia. Thirty sixth-form colleges are to be set up there by 
1975, combining the academic sixth form, the new technical sixth form, 
the 'alternative route' ( zweiter Bildungsweg ) , the special institutes 
for obtaining university entrance qualifications, and evening school. 
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The mere existence of such plans suggests that the idea of a compre- 
hensive, highly differentiated sixth form, no longer solely oriented / 
to the university, is gradually gaining ground. 

Pre-school Educati on; Problems of pre-school education are among 
the topics that have featured prominently in the debate on school re- 
form in recent years. Some three main approaches are evident. The 
first involves a gradual transition from family to school to reduce the 
abruptness of the jump from the family environment to the relatively 
rigid environment of the classroom. A second approach is based on re- 
cent findings in the psychology of learning, and aims at the early pro- 
vision of support for especially gifted children, mainly by writing 
and reading progranimes . A third approach starts from the assumption 
that attempts to compensate for relative social deprivation are more 
likely to be effective the earlier they start. 

Existing provision for the pre-school phase is largely restricted 
to kindergartens, which scarcely prepare their pupils for primary 
school, and cater for on average only 30?4 of the 5-6 year-olds. There 
are also a small number of so-called school kindergartens which accept 
♦educationally sub-norraal* children who have reached school age. As it 
has meanwhile been proved that even 'educational normality' varies with 
social class, i.e. that inequality of opportunity starts even before 
children are accepted or not into school, the last of these three 
approaches becomes all the more important. Attempts to introduce com- 
pulsory pre-school education from the age of 5 have so far failed partly 
because of the argument that it would further encourage disruption of 
the family, an argument with political and economic overtones which is 
still put forward to defend vested interests. Pre-school education 
will have to be compulsory, though, if the institutions provided are 
not to be used mainly by "parents traditionally well-disposed towards 
education, as opposed to those of children relatively underprivileged 
in their family environment. The most that can be expected in the 
foreseeable future is the introduction of pre-school classes for 5- 
year-olds; this has already been planned and started in Hesse, Berlin 
and Lower Saxony. There are as yet no plans for the general intro- 
duction of pre-school classed in the Federal Republic, though the 
possibility' is being discussed. 

Hesse was the first state in the Federal Republic to start syste- 
matic trials with r>re-school classes. In 1970, there were 90 pre- 
school classes in the state with 1,371 pupils. As part of the prepara- 
tions for the new ochools Act, passed in early 1969, experimental 
schools with an intake of five-year-olds were made a key element in the 
overall plan for reform (71). For the moment these pre-school classes 
are on trial and are voluntary for both the parents and schools con- 
cerned but an effort was made to appeal also to parents with children 
in special need of compensatory education. The aims of the projects 
are to develop methods of providing compensatory education for socially 
underprivileged children, to try out flexible forms of school entrance 
and curricular differentiation potentially appropriate to later compre- 
hensive school work. By way of preparation, seminars for teachers were 
organized and, above all, French and English experience (with the Egoles. 
Matemelles and Infant School) drawn on. A teacher and a trained 
kindergarten worker were together responsible for each pre-school class. 
This staffing combination is also being discussed and meeting with 
praise elsewhere, but it frequently leads to difficulties in that two 
different ministries are responsible. Kindergartens come as a rule 
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under the aegis of the ministry of social welfare, so that here again 
one sees the need for a reorganization of the administration of educa- 
tion. A combination of playing and learning is used (for example 
learning to read, where the child wishes it} to some extent with the 
help of teaching machines, in an attempt to prepare the child gradually 
for school. The experiments with early admission to school are being 
kept iinder review by the German Institute for International Pedagogic 
Research in Frankfurt. 

Individual projects have also been started in various places else- 
where in the Federal Republic (in Hannover, Munich » Giessen and Duis- 
burg) on the initiative of educationalists, psychologists and school 
administrators; in most cases they involve trying to teach reading and 
writing to 3-5 year-olds. These projects are mainly directed at ex- 
ploiting children's intellectual capacity early on; they aim to show 
that flexible school entrance is necessary and would be beneficial for 
the progress of early developers. The corresponding reading programmes 
developed by Professor W. Correll of Giessen and H,R. LUckert of Munich, 
based on American programmes and experiments, are among the most well- 
known (72). 

A more extensive pre-school programme is being conducted by the 
John F. Kennedy School in Berlin. The special status of this school as 
a German-American comprehensive provided conditions not afforded to the 
same extent elsewhere. A recent publication about the programme, pro- 
duced on private initiative, has made the experience gained accessible 
to a wider public (75). By contrast with the otherwise prevalent limi- 
tation to reading and writing, this is a flexible programme ranging 
from *playway' experience of social interaction to an introduction, 
also by means of games, to scientific and mathematical concepts. The 
lively echo that this excellently illustrated report has found in the 
Federal Republic should also have an impact on pre-school education. 

A major difficulty in the systematic planning and organization of 
pre-school institutions is the lack of basic research into environment- 
al effects on the development of young children and into the mechanisms 
of social deprivation. Compensatory education can thus for the moment 
be litt;^ more than trial and error.' In fact, discussion as to what ^ 
should be understood by compensatory education has only just beg\in. 
Unreflected orientation to middle-class behaviour and norms is seen by 
left-wing groups as increasingly problematic; on the other hand, there 
is a lack of detailed alternatives which are not merely confined to see- 
ing the intellectual headstart of middle-class children eradicated. 

2. The Development of New Curricula 

With the creation of new kinds of school, particularly comprehen- 
sives, which essentially aim to give school education a new meaning, it 
finally became clear that a central aspect of educational planning, 
namely curriculum development and corresponding research, had been 
neglected. For years, the preoccupation had been with structural pro- 
blems: into the 1960*s the main debate was, for example, over denomi- 
national schools and rural school centres, then came the controversy 
over divided' secondary education and comprehensives . Hence, the .need 
to adapt curricula to changed circumstances was ignored; there was 
talk rather than action. The planning of comprehensive schools con- 
firmed what a few educationalists ilA] had been stressing for years and 
what has since emerged as the mam requirement in all kinds of education: 
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that existing plans for reform - they are mainly qxiantitative , concerned 
merely with teaching techniques or politically motivated - remain inade- 
quate without thorough revision of educational objectives and course 
contents • 

In specific terms of planning comprehensives , this again means 
that the length of common education, the nature and timing of differ- 
entiation within the school, and the arrangement of terminal qioalifi- 
cations cannot be' decided by purely administrative considerations. The 
question of the optimal grouping of pupils - whether by setting or not 
and in what subjects - which has also cropped up in the Federal Repub- 
lic, cannot be answered until learning goals suitable for all pupils 
have been determined. The dilemma is most apparent in the subtle orga- 
nizational variations in comprehensive schools, which are mostly just 
modifications of the existing curricula found in the tripartite system 
- although these have been recognised as being outdated not only in 
being tripartite but in their course contents. 

The idea of some kind of •popular' education for the broad mass of 
pupils, which for decades dominated the primary 8Chooi^^ has finally 
been discredited. But it is still not clear what the widespread demand 
for 'raising the general level of education* might mean in terras of 
concrete learning goals and course contents. The traditional orienta- 
tion of grammar schools towards subsequent utniversity education has 
become equally suspect, both as to its efficiency and because of its 
exclusiveness. In addition, there is confusion over what precisely a 
proper preparation for university should be, and what combination of 
general education and prevocational specialization is desirable. 
Answers to these Questions are a prerequisite to planned differentia- 
tion in secondary education. 

In recent years, there has been no lack of new ideas and changes 
in teaching methods. They have, though, generally involved the mere 
transposition of course contents, the introduction of new subjects or 
fields of study (e.g. careers education) and the rethinking of indivi- 
dual^HStages in school education - in particular the final year of ele- 
mentary school - or piecemeal introduction of new educational techni- 
ques (in each case isolated measures resulting, at the most, in local 
improvements) . 

This situation largely stems from the traditional way in which 
course contents are determined in Germany and from the corresponding 
state of research. Educational research has so far kept mainly to 
theoretical and historical analysis of syllabuses. Decisions on course 
contents and objectives were deemed not to be the subject of rational 
analysis, and their delegation to the political arena conformed with 
the traditional practice of statutorily prescribing curricula to the 
schools - or failing that, of presenting th#* with corresponding guide- 
lines. The syllabus itself tended to be an accumulation of ^successful* 
courses and new subjects, of which the latter reflected shifts in the 
desires of established social groups: they did not emanate from con- 
sistent and substantiated decisions on wider educational priorities. 

There was no empirical curriculum research. This has begun only 
in the last few years. So far, it has consisted of methodological 
studies which have, on the whole, had hardly any effect on the every- 
day practice of curriculujn development. This will be dealt with briefly 
in another section. There is, as yet, no institution exclusively 
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devoted to curriculum research and development, a situation which 
contributes to the fragmentary nature of the work done to date;' the 
projects depend on the chance interests of the rer ^rch worker and the 
financial resources of the individual university department. 

The sudden momentum which education policy has caught in the last 
3-4 years has led to discussion on school structure giving way to the 
subject of 'curriculum planning^ and has drawn attention to the need 
for more extensive planning of - and expenditure on curricula, A 
short while ago, the KMK decided to set up a federal states' curriculum 
institute, which, besides doing research, will presumably be mainly 
concerned with developing curricula. Whether this project will be 
realized, though, remains for the moment uncertain. 

It is possible that curriculum centres will also be set up in the 
individual states. This would be either in addition to or instead of 
a central institute, whose composition, approach and function is to be 
discussed by a working group on which a representative of the central 
government will be invited to serve. There are thus signs, vague 
though they may be, that the fragmentary attempts at reform we have 
seen in the p-^st will be fused into a more marked co-operation both 
between federal states and with central government; a change long 
overdue. Similarly, it is to be hoped that curriculum research and 
curriculum planning in the Federal Republic, which by comparison with 
other countries, have been relatively late in starting, will be improved 
and speeded up as the result of international projects and experience. 
An international workshop on 'The Nature of the Curriculum for the 
Eighties and Onwards' took place in the Federal Republic in July 1970 
on the initiative of the Centre for Educational Research and Innovation, 
and was attended by, amongst others, representatives of the ministries 
of culture of some of the federal states, and members of the Ministry 
of Education and Science in Bonn, It provided an initial opportunity 
for this kind of contact. 

Apart from these plans for the future, there are already various 
local projects to try out new forms of curriculum planning which depart 
from the paternalistic principle of state prescription of contents, 
and attempts are being made to achieve direct and practical co-opera^- 
tion between experts, teachers and educational administrators. 

An example of such work is in Hesse, where, as part of its syste- 
matic planning of school reform, revision of curricula has been given 
a central place in the f^o-called internal reform of schools. Since 
1967, Hesse has planned comprehensive schools and developed new curri^ 
cula side by side, Basic principles of planning and deciding learning 
goals were evolved in the workshop conferences by representatives from 
research institutes {e,g, the Institute for Educational Research in 
Berlin and the German International Institute for Pedagogic Research 
in Frankfurt), research workers, teachers and educational administra^- 
tors. The initial aim was to set up new curricula for the middle 
school, a,e. from the bth to 10th year of schooling. These curricula 
are intended both for the new comprehensives and the respective classes 
in the traditional secondary schools. They thus provide a core for the 
reform of the entire school system. The novel element (for German 
education) i this approach is that it starts out not so much from a 
given set of ouuise contents but from learning goals which are then 
operationalized , and m the attempt to provide substantiated data on 
the resources and nf^othod? to be used to achieve these goals; at the 
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same time, criteria are set by which the results can be tested (75 )• 

Three commissions one for languages, one for the natural scien- 
ces and one embracing the social sciences, technology, the arts and 
sport - tried to work out appropriate learning goals. Immense diffi- 
culties emerged in even such a pragmatic approach - difficulties caused 
by the lack of elementary research and workable models for policy 
formation on the one hand, and of time, on the other. To help find 
general learning goals, three possibilities were played through, 

(a) The derivation of learning goals from the kind of normative 
aim found m the constitutions and manifestos of a wide variety 
of social groups, and implicit in contemporary social science 
literature, 

(b) The analysis of field situations, an approach which the 
Institute for Educational Research has tried to develop. An 
attempt is made to determine typical social situations and 
then to ask what qualifications are required to meet them. 
From the qualifications required, appropriate course contents 
are deduced, 

(c) The analysis of teaching goals from such existing material as 
teaching plans, pedagogic literature, exam requirements, etc., 
and from criticism of prevailing curricvila. 

From a theoretical point of view, it is hardly surprising though 
this is of small comfort to scho^ practitioners - that the three 
approaches could hardly achieve consensus from scratch over learning 
goals, or even a relatively clear initial model. Probably the most 
serious problems are that of finding evaluation criteria, especially if 
the pupil's emancipation is to be paramount, and that of ascertaining 
instrumental ambivalence in course contents • The thoroughly different 
normative assumutions covered by the first approach cannot unequivo- 
cably be combined. And with the field situation approach - where in 
addition one has the problem of selection - it is no straightforward 
matter to derive learning goals whose attainment offers safeguards 
against eventual abuses designed to justify the s tatus quo . 

More important, probably, than these difficulties is the re-think« 
ing that such planning can stimulate amongst all who are directly or 
indirect! V involved with schools, and this is an avowed goal of the 
Hesse reform Planning, The naturally assumed 'educational content* of 
certain subjects is fundamentally questioned from the vantage point of 
specific professional and life situations. The structure of the curri- 
culum is no longer determined by linear paths through the education 
system, but built up round subject areas. The current notion that the 
comprehensive school should be basically oriented towards performance 
may' at least be modified by conscious reflection on prevailing patterns 
of behaviour and the knowledge available, and by the applicpction of 
recent research into aptitude and learning theory. 

Such a model for co-operation over curriculum development offers 
a realistic means of meeting the current demand for permanent reform 
with the support of the teachers themselves, especially as the main 
problems at present do not stem solely from the lack of basic research 
but eaually from the cleft in people's thinking between theory and 
oractice , 
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3* Educational Technolo/?:y 



Discussion and trial of now educational techniques in the Federal 
Republic really began in 196'5 when a first, privately initiated s.ym^ 
posium on teaching machines and an international conference on 'Pro- 
grammed Instruction and Teaching Machines' took place, the latter in 
Berlin (76). The fascination exerted by the new teaching media initi- 
ally extended far beyond the chance to rationalize the teaching process • 
People hoped machines, language laboratories and educational television 
would present a solution to virtually all problems from the teacher 
shortage to personalization of the learning situation, Tiom a more just 
assessment of attainment to a 'teaching atmosphere free of tensions 
between teacher and pupils. The critics of this new approach, imported 
from America, protested at first al] the more vehemently against its 
'depersonalization* of teaching, 

\rhe argument has meanwhile subsided, not least because of the 
sobering realization that the most practical teaching machines are 
worthless without appropriate teaching programmes, and that the creation 
of prof^rammes, with the necessary definition of learning goals, resur- 
rects the whole dilemma of curricxilum planniilg. 

There is hardly any serious discussion these days as to the uge of 
and necessity for more rational procedures in structuring and testing 
the learning process. At present, the use of these materials and media 
in the schools is but slight compared with their use in industrial 
training centres (e,g, by IBM), 

The existing programmes for non-vocational schools consist mainly 
of introductory reading programmes, mathematics and the natural sciences. 
At first, th^y were chiefly used as crash courses or supplementary 
material, to compensate for the bottle-necks caused by the teacher 
shortage in these subjects (77 )• Their use in pre-school projects has 
already been indicated. Special programmes on the theory of aggregates 
are in demand, for in some schools and federal states the conversion 
to modern mathematics teaching brought to light the inadequate training 
of teachers* Here some school administrations, sucn as that in Hamburg, 
have taken the initiative in introducing instructional programmes in 
schools and for teachers' refresher courses. Similar plans have been 
aired in Berlin, Questionnaires sponsored by the ministries of culture 
in Baden-Wurttemberg and Bavaria on the use of instructional programmes 
in the classroom showed a relatively high percentage of schools working 
with such media. Most were used, uiough to produce mere fragments of 
instructional programmes either for crash courses or for the sporadic 
use of ready-made programmes (78)- 

In 1967, in Baden-Wurttemberg, the grammar schools: led the field 
with 16% using instructional programmes. In Bavari« , the ma3ority of 
grammar schools already use teaching programmes, mainly for mathematics 
and Latin. In North Rhinf^-Westphalia there were 160 schools in 1969 
using programmed instruction in a wide range of subjectLJ, According to 
a survey made by the Association for the Promotion of Cybernetics in 
Research and Teaching and the Pedagogic High School in Berlin, about 
255^ of all grammar schools and 12f^ of all upper elementary schools in 
the Federal Republic and West Berlin are currently using teaching pro- 
grammes, most of them in book form* The most common are mathematics 
programmes, followed by language programmes. 
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The most common use of instructional programmes is as purveyors of 
information. Their use as a direct teaching instrument, i.e. in the 
combined task of testing the initial behaviour of the pupil by present- 
ing subject matter and evaluating the learning process, is ?idmittedly 
being tried out in many individual schools, but for the time being such 
efforts are limited by the Inck of adequate analysis of learning goals 
and pupil behaviour. Relevant work is bein^ planned by K,H. Flechsig 
at the University of Constance, tising criteria referenced tests based 
on the work of K. Glaser at the Learning Research and Development 
Center in Pittsburgh. 

Publishing houses, especially the large school publishers, have so 
far played an important role in initiating programmes. The available 
textbooks, undifferentiated and catering for specific types of school, 
had been increasingly criticised and were already being frequently 
replaced by home-made teaching material. The publishers* supply of 
pVogramTies was not at first in response to any express need on the part 
of schools or ministries of culture;' this simply did not exist, partly 
because of the lack of provision in the educati^ ^budg^t for the (costly) 
trial of translated foreign programmes the elation of new ones. 
The pro,:rammes were written mainly by authors of existing school text- 
books and were untested or inadequately tested, which made their use in 
the classroom even more difficult. As there is still no defmate allo- 
cation of public funds for the development of high-quality long-term 
programr.es, the publishers tend to aim their programmes less at the 
schools than at the parents and teachers, so that they have at hand the 
means of providing cmldren with supplementary out-of-school instruction 
and of introducing them to new subjects., 

Apart from mathematics programmes, language laboi*atories cresent 
the most widespread use of the media. In the theoretical discussions 
on these media, the potential of language laboratories for personal 
teachinp; is frequently pointed out, as is their suitability for com- 
pensatory education, especially m iang'uage teaching. ^ 

Tne use of language programmes is spreading, notably in Bavaria, 
where in 1969, on the initiative of the ministry of culture, a new 
computer unit was installed; by means of telephone and special appara- 
tus* it can direct and test the work of pupils simultaneously in 30 
schools. Instead of the customary yes/no or multiple, choice answers, 
it -^akes possible dialogue. A number of programmes are available - 
either norral ones or special ones for pupils whose perfo - ince is 
either unusually hi.^h or low. 

Of the new media, television for schools is very^ likely to spread 
in the near futuret School broadcasts on television started to play .an 
important role in the schools soon after the war. They were originally 
--^ 'Substitute for textbooks which were either missing or not fix for use. 
Tne programmes, though relatively good in themselves, were insufficient 
and too little integrated into the teaching schedule of the schools. 
V.'hat is new toC>.y is the attempt to use wireless and television strate- 
fj:ically and as an inter:ral part oi the, teaching programme 

navaria was the first state m the P'ederal Kepublic to use tele- 
vision programmes continuously. In 1964, it st-^rted a scheme in which 
the ininisx \y of culture, local authorities and the F-avarian Hroadcasting 
Jervice worked hand in hand and s^iared costs. In the moantime, about 
aO of all schools have been equipped with receivers. The Bavarian 
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Broadcasting Service was also the first broadcasting service to provide 
a permanent and varied ipro^raufne of television for school s.^ In this 
case, a medium has beort developed so that it can support and accelerate 
the urgent and difficul^fc work involved in extending the network of 
schools in a predominantly rural environment • 

The setting up of a so-called ' tele-colle/^e* ( Telekolle^Q in 
Bavaria in 1967 was of major importance. It was set up on the initia- 
tive of a Bavarian television institute and its status has since been 
established by a formal agreement with the Bavarian Broadcas'iing Ser- ' 
vice. It uses a combination of television programmes, accompanying 
material and weekly seminars organized by the ministry of culture. The 
entire teaching programme of the initial vocational training schools is 
broadcast, and with it the chance of gaining the entrance qualification 
for technical college. The fees are low. Successful participants on i 
the courses (3 courses in 2^ yepTs) receive stated certificates. The 
tele-college was preceded by a series of studies on the career require- 
ments and interests of the t5or'ulation , the economic need for skilled 
manpower, the extent of existing vocational courses, access to them, 
the efficacy of new media, etc. The vocational training school was 
found to be particularly suitable; it offers upper elementary school 
( ' Hauptschule * ) leavers generally with two years of vocationally orient- 
ed evening courses followed by ^ year's full-time instruction leading 
to middle-school terminal qualif icitions , but the opportunities it pro- 
vides are in practice limited by the sparseness of the school network 
in Bavaria (79). The tele-college has so far been limited to vocational 
education, but should, ir. view of ''t^ success, add momentam to the use 
of television programmes in teach. Negotiations have been started 
with other federal states wishing < use recordings of these programm.es z 
and some agreements have already been concluded. 

Since the end of 1969, the North Rhine-Westphalia ministry of 
culture and the West German BroadCRSting Service have been planning the 
use of television with accompanying printed material. These broadcasts 
are initially intended to fill the gaps arising from teacher shortages, 
for example with the extension of the upper elementary school and the 
introduction of new subjects such as economics and careers education. 
The majority of schools and teacher training centres are already 
equipped with receivers. 

Early in 1970, television for schools is also to be tried out in 
Berlin. Initially, programmes made elsewhere are to be used. Again, 
the broadcasts arf* mainly for new subjects or subjects where there is 
a short-,r^e of teachers, e.g. careers education, the natural sciences, 
and ;'">^sibly politics and sex education. 

From 1971 onv^rds, three south German television companies are to 
produce jointly what in the first instance will be programmes for the 
new mathematics, there being an acute need for teachers of thiv^. subject 
to become better informed. The companies will be working in conjunc- 
tion with the Institute* for Films and Pictures in Munich. 

Apart from the recent projects in Bavaria, exoeriments with com- 
puter-assisted instruction in schools have so far been conducted mainly 
i.5 jerlin, this on the initiative of the Pedagogic Hi^h School's 
Institute for Cybernetics. These exT^eriments are, however, as yet 
fairly modest, m that the computer's potential for providing a flexible 
system of guidance, testing and individualization of the teaching 
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process is barely being tapped. The programmes offer little more than 
technical refinement in carrying out mechanical exercises. Computer 
units are partly being used to rationalize question-setting and the 
evaluation of pupils* answers, as is being done, for example, in an 
Erlangen grammar school. In North Rhine-Westphalia, investigations in- 
to and experiments on computer-assisted programming are currently under 
way, mainly on the information flow during teaching. In some towns, 
for example Cologne, federal state institutes have already been set up 
to provide appropriate further training for teachers. The Aix-la- 
Chapelle University Institute of Education has organized a trial pro- 
gramme in thirteen towns with pupils in various types of school on the 
calculation of interest rates, with the co-operation of a large electro- 
nic engineering firm. The pupils' work was translated into computer 
language and the computer carried out assessment and analysis of their 
work, providing comparisons between results in the various classes. 
This initial project was financed bv the Federation of Savings Banks 
( Arbeitsfcemeinsc h ^ft der Sparka ssen): its continuation is still un- 
certain, as the ministry of culture's entire budget for programmed 
instruction only amounts to roughly the cost of this project alone, 
The limited funds currently available to the ministries of culture are, 
in fact, a main cnuse of the as yet but slight interest shown in using 
computer program-pes tor teaching. Their potential is admittedly exag- 
gerated in view oT the overcrowding of classrooms and the growing short- 

of teachers, but there is widespread scepticism as to the advantage 
of bringing technical refinement to outdated educational structures, 
The expense of developing programmes for differentiated and individuali- 
zed computer-controlled instruction is at the moment too great for the 
federal states' budgets, nor is industry sufficiently willing to fill 
the breach. 

Computers are, of course, being used increasingly for administra- 
tive functions, especially for compiling timetables, which increasing 
differentiation of the teaching programme has made one of the most time- 
consuming tasks confronting the teacher. A progressive education 
officer in Hannover has instigated a programme of this kind. In North 
lihine-Westphalia, the ministry of culture, the Technical Academy in 
Wuppertal and teachers have co-operated in a similar way to produce 
timetables for all the types of schools these were due to be ready in 
the autumn of 1969. They should be of special benefit to the compre- 
hensive schools, whose teachers ^^re generally shouldering an excessive 
workload with their new roles ±n organization and planning. 

Like the creation of new school structures itself, the incipient 
incursion of educational technology into the traditional single-teacher 
clnssrcom atmosphere has shown up the limits of the previously unsyste- 
matic and unco-ordinated innovations. Further differentiation in the 
teaching process seems scarcely possible without the use of mechanical 
media for purveying information, for teaching, testing and mathematical 
functions, but the lack of curriculum research and development at the 
moment impedes the calculated use of such teaching aids. 

The ommissions of the last 20 years mean that in virtually all 
area? the investment needed is such that it can be met. if at all, or.ly 
by co-operation between all the federal states with the participation 
of the federal governrrent. The broadcasting companies, for example, 
bein^ public corporations, cannot simply put programmes ' exclusively 
for a specifically limited public; generally, special arrangements 
have to be m^de with the federal states, as has happened in the case of 
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Bavaria. The broadcasts would urgently need some form of co-ordination 
and qioality control. A suitable body would be the KMK, which has 
already set up a committee for school television, but its position as 
a co-operative organ of the federal st?ites gives it doubtful credenti- 
als for the job. The need for co-operation with private publishers 
also presents 'i dan^:er of monopoly and hence of 3eopardizing any such 
quality control itself, 

A 'Society for the Promotion and Application of a Scientific 
Appro-ich to Teaching and Learning Techniques' ( Arb^itskreis zur Forde - 
ruHK und Pfle^e wissenschaftlicher Methoden des Lehrens und Lernens 
e,V,), founded by the Volkswagen Foundation in 1964, has so far had. 
little influence on the i^Svtiar way in vhich educational technology has 
developed. In 1968, a working party, set up by this society, on the 
construction and testing of progranfimes at least published some 'Guide- 
lines for the Testing of Teaching Programmes' , which were prepared with 
the help of members of the KMK committee on schools (BO), This gives 
the schools and ^^chool administrators an instrument for assessing exist- 
ing pro^ramiTes , 'the producers of which tend to "provide inadequate 
information on 'programme contents and their structure, target population, 
test results,, etc. 

The same society also finances larger studies on programmed instruc- 
tiea., A lafrge project is being developed on mathematics teaching for 
pupils in their seve* .h year at school. It is to examine problems met 
in using programmed instruction as an integral part of the whole teach- 
iY\Q process, A special series of publications is to report continuously 
on research promoted by the society. 

The cost of such developments and the co-ordination they entail 
necessitate closer co-oper?tion between the ministries of culture, 
publishers of textbooks, research institutes, colleges of education and 
schools. An overall revision of the exam system is needed. So are 
more uniform conditions for the approval of teaching aids in the various 
federal states. There need to be government subsidies for the producers 
of teaching aids if this sector is not to be left to the commercial 
interests of private industry. Co-operative development of alternative 
progra-jimes is necessary if the emergent awareness of the need for 
greater freedom in teachin>c^ is not in turn to fnll victim to an exces- 
sively centralized concentration of effort dictated by shortage of 
funds. Here, too, there are signs of progress, at least at the federal 
state level, in that Hesse is trying to find new forms of co-operation 
between producers of teaching aids and local authorities; the latter 
have hitherto been responsible for school buildings and staff, but not 
for the determination of curricula. As the initiative behind the erec- 
tion of comprehensive schools came in the first place largely from the 
local authorities, co-operation such as this, not adhering rigidly to 
traditional areas of competence, would seem to be of major significance, 

4 . School Experiments and Educational Research 

ochool experiricnts and minor innovations have so far been accompa- 
nied only to a small extent by systematic investigation and evaluation 
(81), This IS a result mainly of the l3 ated capacity of the few and 
f!;enerally fairly recent research institutes and of the present state of 
emcirical research into school education, which as only just beginning. 
Empirical social research was interrupted in 1933 and was only somewhat 
laboriously resumed after 1945. The traditional hostility of German 





educational philosophy towards empirical approaches for a lon^ time 
sheltered the school and education from rational analysis: they were 
seen as phenomena which could not be objectified (82). The reform 
plans from before I960 failed not least because pedagogic research was 
used only marginally in their conception, and to an extent there were 
only crude data on the actual effectiveness of schools. The official 
school statistics give merely a global picture of the quantities invo- 
lved and are of hardly any use for detailed analyses. Only since the 
early 1960»s have, for example, a moderate number of socio-statistical 
proi^cts been carried out, giving insights into the degree of social 
selectivity in the schools, isolating strategic points in the school 
system and revealing the social mechanism behind selection. 

There is a large backlog of neglected basic, research, though basic 
research can at first be used only indirectly for innovations and other- 
wise only for long-term results. In addition, accompanying research is 
impeded by the lack of a methodology. Since, for example, objective 
testing has barely been used in schools, appropriate tools have to be 
developed for each study conducted. So do, m fact, standard observa- 
tion procedures, attitude scales, etc., a situation which impedes both 
basic research and direct studies of the school. 

According to the last survey by the 'Bureau for the Co-ordination 
of DocuiTientation on Social Science Research* ( Koordinierungsstelle fur 
die DoKxamentation sozialwissenschaf tlicher Forschung ), at the end of 
1963^ there was a wealth of studies under way. The bulk of the projects 
relevant to school education were on the regional and social incidence 
of educational opportunity, socio-economic variations in selection 
mechanisms and the derr^and for education, factors affecting school per- 
formance, achievement and non-achievement, socialization processes 
according to social class, and curriculum research; the latter are 
largely confined, though, to studies of specific teaching methods and 
experiments. A lesser number of these current studies are control 
studies of projects in the schools, e.g. the transitional stage and 
comprehensive education. The difficulty of seeing that this research 
actually affects day-to-day practice in the schools arrises from their 
fragmentary nature and their' being scattered over a multiplicity of 
university departofients , pedagogic high-schools, special institutes, etc. 
The meagre funds these establishments have, means that the studies are 
often one-:?.an affairs of very liiiited scope. It has meanwhile dawned 
that educational re^jearch, like other things, costs money, but there is 
little siKn that the lesson has been properly learnt, particularly at 
the universities, desoite their insistence on the unity of teaching 
and research. Hesearch m this field, even within one university, tehdG 
to be unco-ordinated , the results frequently furnishing little more 
than a collection of statistical data. 

The novel term 'educational research* refers to a discipline still 
in its infrincy. It aims at integrating certain hitherto scattered and 
institutionally divided university aisciplines, such as educational 
•j3;/cholo,;y , sociology and pedagogics, each previously concerned with 
partial aspects of education. 

Of the institutions best staffed and equipped for this new area of 
research, three are noteworthy. The oldest is the German Institute for 
International Pedagogic Research in Frankfurt (DIIPF). It was fo^inded 
in 1951 and was for a long time the only establishment of its kind. In 
1964, it acauired the status of an inter-state research institute and 
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accordingly becaTie financed by the federal st'ites. From the st^rt, its 
emphasiB was on empirical research in pedagogics. But besides the 
traditional areas in this field, the legal, administrative and economic 
aspects of education were also covered. The DIIPF conducted, for 
example, studies on some of the early transitional stage projects in 
Lower Saxony and Fesse and is currently involved in the planning and 
surveillance of comprehensive experiments in Hesse, for example on 
objective measures of performance. 

In 1963, the Institute for Educational Research (If.B) (85) was 
set up inBerlin under the auspices of the Max Planck Society, an insti- 
tution independent of sponsors and government intervention, and whose 
main activity is basic research. The If.B. specializes in interdisci- 
TJlinary approaches to the manifold aspects of the education system and 
its future development. It does methodological work in which special- 
ists in pedagogics, philologists, psychologists, sociologists, lawyers 
and economists also work as tea^s. The emphasis placed on basic re- 
search and the restriction of activities necessitated by the mass of 
work needing to be done have led to the provisional exclusion of all 
research directly oriented towards educational practice. Control 
studie::^ of school projects and the development and testing of teaching 
media are, for example, not part of the current research programme. 

Finally, there is the Pedagogic Centre, also ir Berlin. Founded 
in 1965, it was originally intended to foster the application of re- 
search findings to school practice and to study the working of school 
projects in Berlin, particularly of comprehensive schools. 

The central problem in integrating research and educational prac- 
tice at the moment is that the unexpected but overdue new impetus in 
education policy and the namerous innovations now starting are clashing 
with the need to remedy the backlog of basic research, statistics and 
work on survey methods that nre needed. The by all means necessary 
propaganda for policy decisions in education to be based on proper re-~ 
search and their effects systematically tested, which we have seen in 
the last few years, has increased the demand for research findings to 
a quite unrealistic degree. To think research can be a substitute for 
political decisions is a popular misconception, which can easily lead 
to technocratic forms of planning or result in a fortress being built 
against all rational analysis of educational policy-making. Dn the 
other h9nd, policy decisions are now being taken - e.g. over comprehen- 
sive education, new curricula and media - that will influence develop- 
ments in future decade*^. They involve large-scale investment and for 
this reason alone call for at least a minimum of prognostic planning 
and open debate, if the poor investments of recent years are- not to be 
repeated. In this situation, changes are needed in three kinds of 
activity: co-ordination, and with it greater specialization of research; 
secondly, a redistribution of responsibility for research with a new 
legal and financial framework; and finally, in the relationship between 
research and school practice. A few examples may help. The erection 
of a central testing institute is urgently needed. The Council for 
Education has also put its support behind this demand, particularly in 
view of the problem of differentiation in the comprehensive school, the 
trend to standardized teaching procedures, experiments with compensatory 
education, etc. Empirical surveys have so far been possible only with 
considerable overhead expenditure of time and money, and fail because 
of this, amongst other things. The latter occurred in the case of the 
German part of the I.E. A, Study, which could ultimately be carried out 



only m two of the federal states; even in these, the selection of 
schools had to follow according to their willingness to co-operate and 
to the chance supply of help with the administration of the tests. 

The necessary concentration of curricuQu^ research is another case 
in point. Existing curriculum research and development projects, at 
least those that, already, are empirical rather than predominantly 
theoretical, are restricted to partial aspects of the teaching process. 
To an extent, they are tied to ^ particular theoretical approach which 
starts from an analysis of the teaching process and the psychological 
and sociological conditions of teaching and learning, but which does 
little for the determination and co-ordination of learning goals. 
Studies of this sort are being conducted by the Berlin Study Group on 
Teaching Techniques ( Berliner Arbeitskreis fur Didaktik ), by K.H. Flech- 
sig in Gbttingen and now in Constance (84). 

In 196^, the Kiel University Institute for the Pedagogics of the 
Natural Sciences was set up with the support of the Volkswagen Founda- 
tion and at the instigation of the German Association of Technical and 
Scientific Societies ( Deutscher Verband technisch- wissenschaf tlicher 
Vereine ) . The scope of its work is also limited: it does basic re- 
search on natural science teaching, passes on research findings to 
school-teachers and works out models for teaching and teacher training 
in these subjects. So far, it has mainly carried out teaching experi- 
ments - programmed physics teaching, introductory physics, chemistry 
and biology teaching from the ^th school year onwards (85). 

V^here, though, attempts to arrive at learning goals by systematic 
research face the need to produce curricula for a whole phase of school 
education relatively quickly, as is the case in Hesse and North Rhine- 
V/estphalia, a more sammary process has to be resorted to, i.e. that of 
a.rriving at learning goals simply by a process of discussion. 

A small working party at the Institute for Educational Research in 
Berlin is 'working on an extension model for curriculum reform embracing 
the systematic preparation of curriculum decisions, the construction 
and testing of curricula and the development and trial of techniques 
for rationalizing and standardizing decision-making (86). Although 
mathematics was chosen as the sub;]ect in which to try out the model, 
this approach with its extensive, long-term perspective is scarcely 
suitable as yet for affording immediate help in curriculum developments. 

These examples illustrate the need to centralise and spend more on 
working out models for curriculum research and development. These 
should at the same time be delegated to as many institutions as possible 
whicli are connected with educational practice. No single institute or 
federal state can, by itself, meet the expense involved. The Volks- 
wagen Foundation recently decided to spend 18 million Marks on curri- 
culum research in two areas - primary education and socio-economic-cum- 
technical studies. The q'leslioa arises as to whether the present frag- 
mentation of the project groups and the shortage of research workers 
will allow the individuAl^pro;}ects to be co-ordinated sufficiently for 
experience to be pooled and concepts tested in close co-operation with 
the schools. ^ 

The second problem area, the redistribution of responsibility and 
reallocation of funds, implies a change in statutory provisions affect- 
ing central research. Large-scale research in the Federal Republic 
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entails time-consuming nepotiations , with no guaranteed prospect of 
success, with eleven different ^nmistries of culture. Much time has 
to be spent collecting st^.tistics oefore the main research can start. 
Lengthy negotiations were required to implant the idea of a central 
set of progressive statistics, as education policy is the last preserve 
of federalism in the Feaeral Republic, and the argximent that any cent- 
ral collection of statistics brings the danger of manipulation still 
causes excitement, even though educational statistics present the least 
cause for disquiet. 

The 'Working Group for Empirical Research in Education* in Heidel- 
berg has a project also financed by the Volkswagen Foundation. It 
affordG an example of the difficulties of doing research with the 
current state of educational statistics in the Federal Republic. The 
group has set out to produce a quantitative model of the education 
system in the Federal Republic which will allow the consequences of 
reforms to be assessed m quantitative terms. It incorporates a quanti- 
tative structural analysis of the education system, a study of factors 
affecting transition between schools and the development of a simula- 
tion model (B7), The initial limitation of the work to one federal 
st-ite, Baden-Wurttemberg, is symptomatic of the difficulties of such an 
enterprise which has to gather and process most of its own statistical 
data, or at least arrange for this to be done. In view of the new 
developments in the education system since the project began, it is 
doubtful how useful analytical models of this kind can be for educa« 
|ional planning in the years to come. 

I Finally, among the most important activities is that of mediating 
/between research snd practice. However important it is in the general 
'dissemination of knowledge, the mere publication of research findings 
/is no longer sufficient if reforms are to cease being unique occurrences 
and become a continuing process integral to educational practice. The 
difficulties that have marked the relationship between the Pedagogic 
Centre in Berlin and the schools show the need for such mediation to be 
intensified. Hitherto, it has been quite unusual to have teachers 
participating in the planning and execution of research projects, the 
development of curricula and - in so far as it was done at all - the 
evaluation nf teaching experiments. Teachers' training, too, has if 
anything abstained from investigating the teacher's role. With such a 
state of affairs, it is hardly surprising that research and practice 
have diverged, with teachers seeing research as an intolerable surveil- 
lance of their work and research workers often acting as if they are in 
sole possession of the truth. School administrators are, for their 
part, unaccustomed to dealing with research institutes and to having 
experiments conducted in their schools. 

The news that school experiments need to be properly controlled 
has made such a strong impact on pf^rt of tne teaching profession that 
some teachers are waiting quite helplessly for research to help them, 
while others wear themselves out working unaided on meticulous minature 
projects, eventually from sheer frustration turning their backs on re- 
search as being irrelevant to the realities of the classroom. The 
Council for Education's accepted recommendation to submit 40 comprehen- 
sive schools to systematic study may bring a new impulse. All in all, 
there appears to be an urgent need to convey the thought to research 
workers that they have an obligation, and by no means a secondary one, 
to commiinicate research findings to the schools. 
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CHAPTER V 



THE PLANNING OF INNOVATIVE PROCESSES . 
TRENDS ANP PROBLEMS 

The usual practice of prescribing reform "from above" at last 
seems to have been inverted. Pressure for innovation is now coming 
mainly "from below", i.e. by local authorities and schools, not to men- 
tion the unrest among the pupils themselves, who are no longer prepared 
merely to remain the last rung in a hierarchical ladder; in this,* they 
are more emancipated than their teachers. The problems are mainly those 
of adapting the schools to modem needs, not gust wider social needs 
but those of an individual wanting an education, and the conditions he 
faces. This calls, on the one hand, for considerably more flexibility 
in the development of the school system and, on the other, for a greater 
concentration of supra-regional planning. Expressed in such abstract 
terms, these requirements may seem paradoxical. 

Educational federalism in the Federal Republic has, in the past, 
largely meant an elevenfold centralization at federal state level, which 
is further crippled by KMK agreements. There have been no guiding con- 
cepts, and hence no promise of fulfilment and no organized exchange of 
infonnation. The educational administration in the states is directed 
more towards administration of the status quo than to planning for the 
future. The growth of the comprehensive s<;hool , for example, has 
brought this system into thorough disarray. There are, on the one hand, 
the nximerous aspects of planning, the necessary co-ordination with re- 
search, co-operation with parents, the need to give the schools greater 
elbow-room in organization, administration and financial control. On 
the other hand, more extensive planning requires greater co-ordination 
between school administrators and planners, initially at federal state 
level. Bad en-Wurtt ember g was the first state to create the preconditions 
of extensive educational planning by re-organizing its ministry of 
culture. The existing division into three departments for school edu- 
cation was supplemented, for example, by a planning department which, 
besides its specific planning tasks for all sectors of education, 
embraces all types of school up to the university. Innovations were 
preceded by special studies. Educational advisory bureaux were set up, 
the minister of culture drove round the state m person and appealed 
for support for the development of new types of school, a council for 
educational research was established by the minister, detailed school 
development plans were made and lengthy negotiations conducted over 
different schemes such as tne privately initiated Weinheim comprehensive 
school experiment. Development plans, investigations, surveys and 
models were published, for all those interested, in a number of weighty 
volumes in the ministry of culture's series 'Education m a New Pers- 
pective* ( Bildung: in neuer Slcht ). the result of work by special commis- 
sions, committees and research groups. 

The eventual protest by the state treasury at this expenditure on 
planning and information (B8) may have stemmed from traditional pre- 
judices about the cost of educational planning. There can hardly be 
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any doubt - particularly in states such as Baden-WUrttemberg and Hesse, 
in which universal planning, of school reform has been started - that, 
despite all efforts, the capacity of individual states remains inade-- 
quate for educational planning, and the effectiveness of planning 
models will be limited without supra-regional co-operation and stimuli. 

Here we come to the second ^]^rerequisite of effective innovation - 
the need for a central authority, .or at least consensus and correspond- 
ing financial provisions, for the^uture development of the school 
system. In the new prime minister ^'b declaration of government policy, 
'education and training, science an(i\ research' were given priority 
among projected reforms. The newly founded Ministry of Education and 
Science was given authority to carry out educational planning together 
with the federal states and to promote^cientif ic research of supra- 
regional significance (Article 91b of the Basic Law). 

It IS intended to draw up a national Education plan based on the 
exploratory work of the Council for Education and the Council for 
Science. The necessary investment in curriculum research and teaching 
technology involves sums which the federal s^tes alone cannot meet, 
certainly not without restructuring their budkets. The Council for 
Education's estimates of the cost of school reform amount to well over 
half the total budget for the education system.^ The current state of 
the economy also sets limits to the funds available. An effect of the 
discrepancy between the speeches made about education policy and the 
funds set .aside has already been seen in Berlin with the resignation of 
the Berlin Senator for School Education, C.H. Evers, who has hitherto 
been used as a fig-leaf for German education policy. It is neither 
here nor there whether the decisive reasons for this spectacular step 
really were the restrictions imposed by Berlin's medium-term planning 
of resources. In any case, there is a dilemma, clearly visible at 
national level - the discrepancy between assurances of the primacy of 
educational problems and tangible intentions to supply the necessary 
funds* 

Education and science are to receive 8^ of the gross national 
product by 1980, a level already attained by other comparable industria- 
lized countries. Overcrowding of schools, dissatisfaction with curri- 
ciila, quantitatively and qualitatively inadequate teacher training, 
however, already present problems* This is auite apart from the future 
growth in the Federal Republic - an increase later than the correspond- 
ing one in other countries as both the post-war rise m the birth rate 
and the increased demand for education beyond the minimum school-leav- 
ing age set in later than elsewhere. 

Education policy has started moving. It started before the recent 
national election, as has been shown in various parts of this report. 
It seems, for the moment, premature to judge the consequences of greater 
involvement by the government in educational matters. Their neglect in 
past years has been too great. It is, however, utterly conceivable 
that those directly affected by the school system, the pupils - perhaps 
the teachers and possibly the parents too - will have to protest, as 
the students have in the l-'st few years, if sensibly oriented innova- 
tions are to be possible. 
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take the form of legislation requiring cert, icated personnel performance standards being 
developed in each district based on a set of uniform but specific State guidelmes. When 
effectively implemented -locally it could improve and upgrade instructional competencies 
and/or result in the dismissal or reassignment of certificated employees not meeting 
standards set for their individual assignments. It should require the involvement of 
instructional personnel in standards development thus promoting better understanding and 
enforcement of standards-adopted by localities. Each local district having defined its own 
educational philosophy and goals would enhance need for starting from its own individual 
base in evaluating performance. 

There shoald also be requirements for regularly scheduled evaluations of all certificated 
personnel, teaching and non-teaching, as well as probational, regular or tenured personnel. 
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UTILIZING AIDES 

Almost all of the schools visited employed several teacher aides. They were far more 
predominant in the lower grades. It appears that the paid aides as contrasted with a few 
volunteers surveyed are integral parts of a school staff, generally on duty from openmg 
to dosing of school and sometimes beyond. Unfortunately most of the programs seem 
to be^dependent on continuance of outside funds and so very little job security prevails 
The school can and does require what it does of other employees - a good degree ot 
responsibility for group discipline, punctuaiify .and regular attendance as well as need to 
respond to new emergency responsibilities such as in event of a pupil accident. 

Typical duties of aides illustrate effective use in many schools. Some in the composite 
list will not he applicable to all grade levels. 

1. Taking attendance and keeping routine class recoras. 

2. Collecting funds' for various purposes - keeping rudimentary accounts. 

3. Correcting tests (mostly objective); keeping lists and charts for teacher to 
show pupil performance. 

4. Supervisincj playground activities. 

5. Supervising the lunchroom in whole or in part. 

6. Helping primary grade *pupils with their clothes. 

7. Supervising primary grade pupils during lavatory time. 

8. Caring for and operating audio-visual equipment. 

9. Supervising distribution of milk. 

10. Typing, duplicating, ans^'eri.iy the phone and runninr, wands iu .he office. 

11. Helping pupils in composing bulletin boards,, displays and projects. 

12. Supervising quiet activities, study halls and rest periods. 

13. Listening to and sharing thoughts with pupils who need and want to talk 
to an adult. 



Comment: 

A .very great diversity exists on the way in which aides are used among schools visited. 
Some -ro cpecialists in reading to one or at most two teache-'s, for example, while others 
are used largely to enforce and exert discipline .either in a classroom or almosi as an 
assistant principal to take the burden on central enforcement among many classes. In 
only one case was there an aide assigned exclusively to one teacher. What is not at all 
clear from any of the questionnaires or interviews is. exactly how aides are assigned. Are 
they assigned to those teachers and classes with the greatest problems or arc they to 
extend the demonstrated skills of a few select teachers who know how best, to utilize 



aides? No one really provided criteria upon which assignments are made. More than a 
few classroom teachers volunteered the information that they would like very much to 
have one or more aides available vto them. What is not »^t alt clear is that assignment 
of part or full-time aides actually re^ts in the responsible teacher doing more than others 
without aides in lesson planning, in^ jndividual conferences with pupils, parents or in 
professional self -development. Quite possibly the additional responsibility of working with 
an aide requires by its very nature a certain amount of work planning as between the 
two parties, but this should not prevail after the first few weeks of working cooperatively 
together. 
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OTHER SCHOOL SUPPORT PERSONNEL 

'Under this heading falls a variety of persons and jobs exclusive of the Principal. 

A First there is -the Secretary/Bbokkeeper. This position with buf slight variation occurs 
in all schools. It differs according to grade level and size of the institution. However, 
it exists in every school visited and Principals invariably give off the signal that the 
secretary really keeps essential records for central office satisfying report.and fiscal 
accountability. In addition though, a variety and extent of pupil and parent contact 
is involved for the secretary particularly in the absence of a position of assistant 
principal. Teachers also acknowledge that much of the clerical burden has been shifted 
to the secretaries but when teachers indicated where aides could be of sthl more 
help there v!/as a consistent response touching upon the clerical, reporting and general 
administrative end. 

An example of a typical size grade 1-8, school's secretary is found in the Appendix 
(A). 

B Next position is that of Librarian which at most locations involves duties beyond 
and outside those usual professional ones of strict library service. In senior and junior 
highs there is almost invariably the ancillary responsibility of full or partial 
responsibility for study halls. In fewer cases librarian also serves as homeroom 
supervisor. In all level schools there is frequently enough an assignment for a week 
at a time of bus duty and less frequently to playground or lunchroom. Occasionally 
the Library also serves as a book, supplies and materials storeroom. 

C Couriselors were covered only obliquely in this survey. No descriptions of full-time 
persons assigned this duty were received, but their work activity and function came 
frequently into discussions with Principals. Onen it was an expression of lament that 
the "State formula" and local finances did not permit more than one person serving 
as part-time counselor wfiile filling up a full work schedule with a part-time teaching 
load. In a few instances Principals were able to increase counseling somewhat beyond 
that actually budgeted by shifting and reassigning teaching loads so as to free one 
position for counseling full-time. 

D. Student Teacliers constitute a distinct type of assistance available to a limited extent 
in a few schools. They are completing academic preparation and need to practice 
in a classroom setting what they have learned. In no case was there a master teacher 
concept actually being used at any grade level in schools surveyed. Further tf.c 
monetary incentives formerly available to teachers with such persons assigned to their 
classes in a learner capacity are not much used. Arrangements between the school 
system or the Principal and the teaching institution seemed to be highly individualized 
and somewhat more dependent on the associations and tier of the Principal to the 
institution or persons connected with it than on any formalized, planned and 
continuing program between the two institutions. 
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A different category of student help resides in the student population itself. In one 
case student aides were selected mostly /'from among those who had failed and who 
were motivated to learn through helping others of their peers. 

In no school did we encounter a school nurse, even though injuries and illnesses 
are commonplace. In one central office of our entire study fiis was recognized and 
at least a person was given responsibility to oversee this function in all schools ot 
the system. 

E Team Teaching, as such an innovative practice is generally know^ was called to our 
. attention in only one instance among all schools visited. This was in a very new 
building, equipped very much better than any other visited. The staff was reported 
to be very much ."turned "on" with the experience and with the results both for 
the teachers as well as their clientele. 

Logically there probably is no limit to the number and type of other support personnel 
besides those specificdily identified because every individual employee m the system 
full-time or part-time from custodian through bus driver,, (.dfeteria worker to 
superintendent's office specialist ceitainly plays a part and contributes toward the 
total educational effort and product. In the schools visited, these peisons are 
anonymous and their contribution unrecognized. 
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THE PRINCIPAL 



From a personnel management view it became increasingly apparent that the tone and 
the whole style of a particular school reflected more than any other one factor the 
personality and attitude of the Principal. So much revolves around him as an individual. 
Even though he is burdened by a flow of students, teachers, parents and other personnel 
his style of leadership shows through and modifies policies, practices and procedures 
established for the system as a whole. To isolate only one phase because it is so vital 
is the relationship between Principal and teacher. 

In the larger schools with one or more assistant principals and perhaps a curriculum 
supervisor and counselor, this relationship is typically formal and remote, but this may 
also be the case in even the smaller schools because the Principal wants it that way. In 
other cases the Principal seems to go to an extreme in the opposite direction of protecting 
and over-identifying with the teacher. In all too many cases. Principals indicated that they 
had made their reconciliations' with "the system" as to teacher tenure,Jack of monetary 
incentives and rewards; etc. Also there was a cynicism limited to only a few schools where 
the Principal had given up any real efforts to lead, inspire and fundamentally influence 
teaching quality because he felt one or a combination of "his teachers were tbo old and 
too set in their ways to change," "his younger teachers w6re unwilling to work hours 
actually required," "if we provided aides, teachers would spend even more time in the 
coffee room." 

Still in other cases it was gratifying to note an attitude and philosophy toward teachers 
which indicate that the Principal saw his most important single responsibility to be the 
shaping "and formation of good classroom teaching techniques especi. Ily, among the newer 
teachers. One indicated in a big school that he would not think of turning over initial 
clas'srootn visits during first few weeks of a neophyte's service to anyone else. He made 
it a point of doing this himself even if pressures were extreme on other items at that 
time of the school year. 

If it is then largely true in most schools that the Principals' influence and style are of 
pervading importance on classroom performance of teachers (especially those unexpected 
ones) is it not of vital importance that selection and retention of Principals be most 
carefully done? Certainly the Superintendent and local Boards are the key to this process. 
They must want to have and retain the best available Principals considering experience 
and current attitudes as well as local associations, backgrounds in some cases confined 
to successful coaches or any of a variety of limiting and sometimes defeating self-imposed 
selection techniques. 
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CONCLUSION 

This study on staffing patterns and personnel practices among Alabama schools also 
develops other findings not clearly falling into any one of the foregoing headings. They 
are: 

1. Standards and criteria for hiring and paying new vocational teachers and for scheduling 
vocational classes are different from regular teachers in many districts. This has 
developed an unfortunate attitude and feeling of envy and resentment on the part 
of some teachers. 

2. Staffing for clerical positions is uniformly at a low level in schools, while District 
' headquarters are usually better staffed. Wherever State standards for accreditation 

or other purposes are developed, school level needs should be recognized. 

3. Interviews and personal references are the most often used screening techniques for 
hiring all types of local school personnel. In the present market where supply is 
quite sufficient other techniques including examinations, background checks and group 
interviews may be justified. 

4. Training of all school personnel at local levels is not sufficiently recognized by anyone. 
Policy statements and tffiining plans in which subject personnel would have more 
effective voice should be encouraged. (At least one subject deserving more emphasis 
is safety for which measurable pay off is fewer accidents and lower insurance rates.) 

5. Collective bargaining in the school sector reached headline proportions in Birmingham 
during the course of this survey. Whi^le its advent generally may not be imminent 
for most parts of the State, there must be something to be learned from experiences 
in many other states to indicate what can and should be done to prepare for the 
new era in Alabama. 

6. There has been widespread use of Title I Federal program funds to augment local 
resources in order to provide more support for local schools. If funds used to employ 
teacher aides all had to derive from local sources a considerable cut-back ^vould be 
required, but there is solid evidence to base a belief that these services are so 
worthwhile that a portion at least would be continued even if funds were derived 
from local and/or State funds. 
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Griffenhagen-Kroeger, Inc. 

1919 Gaslight Tower 
|4tlanta. Georgia 30303 



A.S a part of the overall inventory of educational programs being condiicted 
by the Alabama Education Study Commission, you are being requested to 

participate in a limited study of the utilization of teachers time. This study , . „ 

involves only a few selected school districts and is being conducted b^^the management consuhmg firm ol 
Griffenhagen-Kroeger, Inc. The study is not concerned with any evaluation of individual teaching skills or 
effectiveness and no information supplied by you will be used for those purposes. Instead, the study is intended 
as a pilot to examine ways in which teaching time is presently utilized in several different types and sizes 
of local districts and to consider future steps which could be taken in order to permit the teacher to utilize 
his highest skills and most effectively. 

Following office review of the questionnaires by the consultant, you may be contacted for a random sample 
interview at the tunc the field staff visits the school. While the questionnaire does not require you to identify 
yourself, if yuii wish an interview please indicate this in the comments along with your name and tree periods. 
In this way you can be assured of being included in the interview sample. 



PART I 



1. 



School(s) at which you usually teach 

Teaching Certificate you hold - check highest one 

□ Class AA □ Class B 

□ Class A □ Provisional 
Years of teaching experience 



5. 
6. 



9. 



10. 
11. 
12. 



13. 



Check one: 

□ Combination Elementary-Secondary 

□ Other - Please explain 



What is your present main teaching assignment? 

□ First through sixth grade 
Q Seventh or eighth grade 

□ Ninth through twelfth grade . : 

□ Combination Junior-Senior high . 

If your assignment is at the elementary school level and non-departmental, indicate grade level_^ 

If your assignment is departmentalized at the elementary school level, indicate the subject area(s) you 
teach 



7. If your assignment is at the secondary school level, indicate the subject areafs) you teach_ 



Show the exact length of your required school day from the time you arrive in the morning until you 
leave school in the afternoon (e.g. on duty at 8:15 a.m. and leaving at 3:45 p.m. would give a school 

day of 7 hours and 30 minutes)_ hours and ^minutes 

Indicate your total formal group teaching time per week (do not include individual counsehng or tutor- 
ing, study halls, home room periods, playground or lunchroom supervision, or assignments not requiring 

instructional leadership) _hours and ^minutes. 

Indicate the number of periods involved in formal group teaching time shown above 

Indicate the total number of students per day involved in formal group teaching time shown above.^ — 
What percentage of your teaching time shown above is spent in teaching grade level subjects which 
differ from your major or minor field of college preparation? Check one: 

□ None □20%-39% □ 609{r797r 0 100% 

□ Some, but less than 20% 0407^59% □ 80%-99% 
If you have any teacher aide assistance check all of the types of assistance performed by the aido(s). 



□ Help with instruction of small groups 
Q Help with instruction of individuals 

□ Help with lunch duty 
O Help with bus duty 

□ Help with playground duty 

□ Secretarial help (typing. Tiling, mimeographing, 
recording grades, etc.) 

□ Help with grading papers (objective answers only) 



D Other (explain) 



□ Help with grading papers (essay questions, 
themes, etc.) 

□ Preparation of instructional resources (sPdes, 
transparencies, etc.) 

□ Use of instructional resources (film projector, 
tape recorder, etc.) 

□ Assistance with classroom environment (pre- 
pare room, monitor students, prepare bulletin 
board, etc.) 



1 4. Number of teacher aides who assist you_ 
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PART II 

The list below identifies specific types of activities related to the teaching profession. Note that the ninth item 
is open ended to permit you to include .activities which are a regular part of your work, but have not been 
covered in the first eight-items. You are Vbquested to estimate the average hours per week you devote to each 
activity during a "typical" peciod. The estimates should be carefully considered in order to reflect seasonal, 
irregular or mfrequent types of a6tivities. You will, also note that the list is intended to cover work directly 
related to your teaching assignment at school, home, or any other location, cventhough some of these activities 
may not be compensated. — _ 



Number 



2. 
3. 



5. 



8. 



9. 



\ 

NActivity^ 



Formal group, teaching time (5 times your answer tor question #9 of Part I) 
Preparation and planning of lessons, presentations, worksheets, etc. 
Evaluating and grading papers including subjective answers such as essay 
questions, themes, etc. 

Evaluating and grading pape ^ involving objective answers only, posting and 
reporting progress and clerical activities directly related to instruction. 
Supervision on non-instrudtional activities such as study halls, home room period, 
playground, lunchroom, bus duties, class sponsor, etc. 

Qerical type activities such as attendance and lunchroom accounting, periodic ^ 
reports and clerical work not directly related to instruction. 
Attending professional meetings, committees, in-service training', faculty and 
department meetings, etc. (Not including academic courses) ^ 
Consulting with parents, community representatives, colleagues, and individual 

students. , . 

Activities other than those listed above. Include a brief written description 

below) - , — — — 



TOTAL HOURS AND MINUTES IN AVERAGE WEEK (TOTAL OF NUMBERS 1-?) 



Average 
Week 
Hrs. Mins. 



Do Not 
Write 
In This 
Column 



In the space below mdicate the activities for which you provided a weekly time estimate for item number 9 
above and any comments you uish to make relating to the first eight items. Show the number of the item 
to which any comments are related. Attach additional pages if required. _ 



Number 



Comments Regarding Activities 



APPENDIX (A) 



^ (Typical Duties of School Secreta^. Clerk) 

School Accounting 

Double entry bookkeeping, of all school finances including lunchroom - Accounts 
Payable and Accounts Receivab! > 
Receipt of money received during -iav 
Prepare daily bank deposit of day's receipts. 

Write checks; ^all obligations ore paid.L ' check. Each check must be supported by 

a voucher. ' . 

All transactions in all accounts posted lo School Ledger and School Journal. 

Supply Account: Sales and purchases for resale of children's ^choq^^ies.- 



PTA Account: All PTA transactions. Make monthly report "showing recel^/ expenses, 
diid balance. 

Pupil Supply Account: Individual teacher accounts for purchase of consumable 
supplies for use in classroom.' All purchases accounted for. 

Supplementary Materials Account: (Bee) Grades 7 and 8. Collecticns prorated as 
follows: 50% An; 10% Writing; 20% Play; 5% speech; 15% Incidental. 

Primary Voluntary Contributions Account: Primary and s6|f-contained classroom 
teachers spend ihese fees for purchases for the individual class. Transactions'receipted, 
expended and accounted for. • ^ \^ 

Miscellaneous Account: Money collected for special purposes such as pictures, bus 
fare to a concern, candy or donut sale, etc. 

Donations Account: Contributions to the lunchroom. 

Association Dues Accounting: Professional organizations. . 

Welfare Campaigns Account 

Football Account: (tickets to High School games sold) 
Accounts Receivable: Money due the school 
Accounts Payable: Obligations owed by the s^ool. 



Lunchroom Payroll ( ^ ^ 

^ Monthly Payroll: All tax report's - Federal, State, City.and Social Security. Quarterly . 
ond Annual Reports made. W-2 forms made for employees at end of y|9r. 

Statistical Reports . - ^ ' 

Monthly statistical reports corfipiled after checking each in^T^ai teacher's register- 
report. Annual statistical r'eport compiled from all monthly reports close of school 
summary. • . 

Enrollment of Pupils * — 

EnroHment cards for all children in school are arranged alphabetically in September. 
A list is type^ showing: parent; address; child's name; bir\hdate; and grade/ This 
list is"~^ent to the Attendance Department of the Board of Education - copies are 
rriade for Principal and Visiting Teacher. 

Pupils entering aft .- he close of .^he original enrOllrnent and ajl during the remainder 
of the year are au -d" vyeekly by sending typed enrollment cards each Friday for 
pupils enrolled during the weeK. 

New pupils are enrolledr assigned to class, former^ school notified and rejords 
requested. * ^ 

Withdrawal or Transfer of Pupil • 

When child leaves v hool, a transfer or withdrawal slip is completed as the case may 
be. Copies go to the new sehool, Attendance Department and one copy remains in 
^the school. Recojids-^are sent*to the new school. 

Q . i ( ' - ~ 

Servic^ Report-, * ^ 

Monthly report to the Board of Education of the attendance of ah employees. Dates 
and causes of each absence. Names of substitute teachers employed and dates served. 



■>/.■ - 
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Miscellaneous Duties 



Bulletins compiled and typed for opening and closing of school. 

Mimeographing of various office forms, letters, etc. 

Telephone calls attended. «• 

First-aid to hurt children. 

Okay home for jl! or injured children. 

Mail distributed. 

Message delivered. 

Other jutics as they occur. 

\ 



\ 
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APPENDIX (B) 

Criteria for Employment and Promotion 

(Lack of these qualifications constitute criteria for demotion or dismissal) 

1. Skill in teaching 

2. Knowledge of subject taught 

3. General academic record 

4. Successful experience appropriate for the position 

5. Personality attractive to children and young people 

6. Ability to work cooperatively with fellow teachers, the administration and the 
parents of pupils 

7. Ability to -control or discipline students 

8. SuccessfuT achievement of students taught 

9. Leadership ability ^ 

10. Klonesty and fairness ^ ^ 

11. Friendliness and sense' of humor 

12v Punctuality in performance of duties 

13. Accuracy in keeping appropriate f^ecords 

14. Ability to assign grades fairly and consistently 

15. Creativeness in instruction 

16. Ability to make and execute long 'and short range plans . 

17. Ability to profit from constructive criticism 

18. Inspire students to want to learn 

,^19, : ^ood health, energy, enthusiasm and personal hygiene 
20. Meets personal obligations promptly, including paying of debts without incurring 
legal action or levies to secure payment of debts 



21. Does not willfully refuse to obey the reasonable rules and regulations of the 
employing Board 

22. Nof given to undue absence from duty , 

23. Not given to inmoderate use of alcohol or drugs 

Additional Criteria for Coaches 

1. Knowledge of sport coached 

2. Experience and skill as participant in the sport 

3. Ability to demonstrate skills required in the sport 

4. Ability to organize a sports program and attract students to participate 

5. ' Consistent and impartial treatment of members of a ,team 

6. Ability to make use of scouting reports and successfully to adjust to opposing 
team strategies 

7. A high sense of good sportsmanship 

Criteria for Administrative Personnel 

In addition t ossessing qualities desirable in a teacher and/or coach the following criteria 
will be used r Principals and other administrators: 

- ■ c 

1. Ability to organize an educational program 

2. Broad background in a number of academic disciplines 

3. * Ability to inspire confidence on the part of teaching colleague^ 

4. A high sense of dedication to the teaching profession 

5. Successful experience in administering school:* and/or educational programs 

6. A good sense of balance and priorities in directing a school program 



7. Willingness to accept suggestions and ability to put suggestions into 
well-formulated plans of -action 

8. Initiative and resourcefulness 

9. Good public relations 



Application of Criteria 

The above criteria will be applied without regard to race or color. 

A marked deficiency in any one or two criteria may be sufficient to cancel out acceptable 
ratings in other categories. However, in general the criteria will be applied to produce 
an overall rating of the individual and his prospects for success in a particular assignment. 
More recent ratings of an individual will carry greater weight than earlier ratings. 

I 
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REPORT III 



REVIEW OF STATUS OF RECOMMl \1DATI0NS MADE IN THE 
1967 - 1968 REPORTS DEVELOPED BY 
ALABAMA EDUCATION STUDY COMMISSION 
(The Philpbtt Reports) 



FOREWORD 



As one part of the multiple activities currently in progress under the sponsorship and 
direction of the Alabama Education Study Commission, Griffenhagen-Kroeger was asked 
to review the 1967-68 reports prepared by the Commission as chaired by Dr. Harry M. 
Philpott and with Dr. H, B. Woodward as Executive Director. 

This review was conducted by Griffenhagen-Kroeger in close cooperation with the Executive 
Secretary of the present Education Study Commission and involved substantial discussions 
with appropriate personnel of the State Department of Education and with oth?r individuals 
considered to be knowledgeable with respect to Alabama educational programs. 

The major recommendations are contained in a summary report transmitted to the 
Governor and the members of the State Legislature. Cur specific assignment was to review 
the status of these recommendations and 

1. To report actions taken to implement the recommendations; 

2. To identify recommendations or portions thereof upon which little or no action 
has been taken; and, 

a. to develop as nearly as possible the reasons why; and 

b. to consider which recommendations are no longer valid withoutxonducting 
extensive research. 



Methods of Review 

In order to accomplish these purposes, we have carried out interviews and conversations 
with persons closely associated with progress in the education field in Alabama. These 
tended to produce simply a general consensus statement regarding the action or lack of 
action conc'erning each recommendation. Specific data to document the action in each 
instance would have required extensive research by our staff, the Commission staff or 
the Department of Education. The overall consensus view which we report establishes 
a general pattern concerning follow-up or lack of follow>up on specific recommendations. 
If the present Study Commission desires more specific information concerning actions and 
dates involving any particular recommendation, further research will be required. 

* 

Implementation Efforts 

The overall pattern which emerged based upon our discussion of implementation efforts 
is, unfortunately, not an unusual one. Following a period of intensive activity and concern, 
research and the f' 'ng of a prestigipus report there appears tv have been a lack of any 



planned coordinated effort to bring about implementation of the major recommendations 
contained in the report. Some recommendations have been fully implemented. Other 
recommendations have been partially implemented and some, so far as we are able to 
determine, have not been considered. Many of the successes appear to have been 
coincidental, coming about as part of a breakthrough in education based on an effort 
underway for some number of years. These breakthroughs were often unrelated to the 
report recommendations. Indeed the usual response to our question concerning the 
implementation of a recommendation \ as to the effect that efforts have been underway 
for years to try to accomplish the same goal. When we asked about the use of the report 
as an instrument to help achieve the change, we generally received a response that indicated 
that the report itself was not a factor. 

Properly utilized, recommendations\:ontained in a report issued by a special commission 
can be valuable tools in themselves in achieving desirable change. If these recommendations 
are specific in nature and backed by extensive research and factual information, they can 
be particularly valuable - but only if they are properly utilized following the filing of 
the report. 



Planning for Future Reports Implementation 

Until recently there has been no single individual or agency in Alabama which could 
effectively coordinate the efforts to achieve excellence in education on the many fronts 
required concurrently. The continuing Alabama Edulcation Study Commission can fill this 
void and we believe such is clearly intended by the Commission leadership. In order f o - 
fulfill this important role the Commission must: 

1. Engage in continued research and updating of previously accumulated and 
documented information; 

2. Plan and coordinate a systematic follow-up effoK to bring about implementation 
of major recommendations through: 

a. the development and furnishing of adequate background information to the 
proper personnel or agencies; 

b. the assignment to others and follow-up of background information; and, 

c. the presentation or coordination of presentation by others of this 
information before legislative committees or other groups or individuals with 
the authority to effect change. 

In brder to be able effectively to coordinate efforts and bring about desirable change, 
the recommendations contained in the report must be specific enough to permit pbjective 
measurement of their implementation. Recommendations which hang on key words like 
"sufficient" or "adequate" leave a wide latitude for individual interpretation. If it is 
necessary to use a general term in a recommendation, then the recommendation or 



comments should indicate what guidelines or whose opinion provides the measure of 
success. Preferably, general recommendations should be avoided if the Commission expects 
to be able to schedule and coordinate follov/-up efforts and measure the results of their 
efforts by the degree of implementation of the recommendations. 

In summary, the value of this review of the 1967-68 recommendations lies not so much 
in thb general information that will be presented subsequently about the status of each 
recommendation. The value, instead, lies in determining what steps could have been taken 
to have produced and implemented the report more effectively. The Commission can then 
use this information to plan for a more effective program of implementation and follow-up 
based on soundly developed and clearly defined recommendations. The Commission should ■ 
demand that every recommendation be adequately developed and fully supported by factual 
information and that insofar as possible every recommendation be stated in specific terms 
which permit measurement of the degree of implementation. With this type of base, the 
Commission can then plan to continue basic research to continually update and/or revise 
information contained in any reports produced during the present concerted effort and 
assume a role involving the planning and coordination of all efforts designed to achieve 
the implementation of recommendations. 
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PREFACE 



The following;; case study is one in a series of five dealing with 
innovation in education* All the studies are descriptive in nature and, 
as the work of five different authors writing in their personal capacity, 
they represent five quite individual syntheses and interpretations of 
vast amounts of information* Yet the confusion that might be expected 
from this method does not result. What emerges from these studies is 
instead a reasonably coherent statement of educational responses to the 
post-war demands of many more people for more and better education. 

Perhaps it is not remarkable that the demands have been exerted so 
consistently on such a variety of nations, nor that the response to them 
has for the most part been so quick and positive. The nations examined 
in tnis book are remarkably similar in that all have a long and honour- 
able tradition of public education, an industrialised economy and a high 
standard of living. At first glance it even appears that their solutions 
to the problems posed by recent educational demands are unusually simi- 
lar: structural reform, curricular reform, compensatory and/or indivi- 
dualised learning systems - examples of each are easy to find in any 
setting. Yet a closer reading of the five case studies reveals wide and 
interesting variations: in priorities, in perceived solutions, in 
strategies evolved or developed to implement them. 

Such variety of course reflects to a large extent differences in 
'national climate', that peculiar combination of values, objectives, 
aims and administrative tradition which, aside from language, makes a 
nation distinctive. The explication of these differences is thus a hid- 
den theme of the five case studies taken as a whole, and an understand- 
ing of this hidden theme is necessary to illuminate the more obvious 
themes of change and growth. 

An explanation of ttiis point can be found by comparing, even super- 
ficially, Scandinavian countries such as Norway and Sweden on the one 
hand and the United States of America on the other. At least from the 
viewpoint of the outside observer, Norway and Sweden have much in common. 
Both relatively small in terms of population, they can also claim a 
remarkably unified social and value structure. Furthermore, their style - 
if such a generalisation can be made - seems to be to have a clear idea 
of goals and then to set about methodically reaching them. This process 
is aided by the existence of strong central governments which are able 
to plan and to legislate with a reasonably clear assurance that what they 
propose will be achieved. Thus there exists in Norway the National Coun- 
cil for Innovation in Education whose mandate it is to make reality of 
reform laws pas^^ed by the central Parlianient. The Parliament^ concerned 
in recent years with "large questions of the role of schools in Society", 
and sure enou^^h of its constituency, has concerned itself largely with 
structural reform and ne^ curricula - on a national scale. 

The situation in the United States is quite different, even if the 
question of relative size of total population ij ignored. The American 
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federal goverT">inent is based on a system of checks and balances so fine 
that it is often hard to determine either the source of impetus or its 
ultimate manifestation. Th^ situation is further complicated by the 
well-protected existence of states* rights - particularly the control 
of education - and, once the issue of taxation is raised, by municipal 
and regional claims as well. Perhaps more important, the rich diversity 
of the American population inevitably means conflicting social and 
ethnic interests, values, and views of national priorities. The past 
decade of Ami^rican life has indeed been one of fast-changing goals and 
objectives and of massive social upheaval. Much of the upheaval has 
connected itself to education and made demands accordingly: in the light 
of this political and social background, it is not surprising that 
American education responded by producing such a variety of innovations 
in every area and at every level that the final array can be quite be- 
wildering, whilst at the same time providing a vast reservoir of exper- 
ience for others. 

? 

England and the Federal I^epublic of Germany likewise provide dif- 
ferences quite distinctly their own. Writing of her own countl?y*s ap- 
proach to recent educational change, the author of the English case 
study notes 

" the English style is distinctive. You can seize on it 

anstantly. There is no acceptance of common objectives, except 
in the most general sense which inspired the last major education 
act: the need to widen opportunities and eliminate the poverty 
both of individual children and of the public provision of edu- 
cation (l). There is no national plan for education, no law which 
specifies where development is necessary as in some OECD countries. 
There is almot^t no theory. The point is characteristically made 
in a recent major repoit on education ( ); *We invited the help 
of a number of distinguished educationists and professors of edu- 
cational philosophy ... They all confirmed the view that general 
statements of aims were of limited value and that a pragmatic 
approach to education was likely to be mor'^ fruitful,*" 

The reference to "two decades of non-reform" in German education, 
a phrase coined by Professor 3,B. Robinsohn, is slowly becoming eroded, 
especially during thf^ last two years, which have been marked by funda- 
mental changes in many parts oJ the school system. With increasing co- 
operation between the Mnder and with the initiatives of the new Ministry 
for Education and vlcience, the need for a more systematic approach to 
educational reform, and especially to education-^il experimentation, seems 
more import ant in Germany today th*in in nany other countries. 

Despite these differences in background and style, the five country 
studies do show one overriding problem in common: the need to change and 
improve their educational systems* Furthermore, as their experience in- 
creases, they all face the reality that explicit measures to facilitate 
the management of educit.onul cham:e are necessary, that innovation and 
improvement cannot be haphazardly left to chance. 
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ITjTRODUCTION 

The term 'innovation* will throughout this report be taken to 
mean specific and planned changes within any process of reform. The 
expression is now becoming established in German educational termi- 
nology and even more significantly - the process it designates is 
beginning to receive attention in educational planning and research. 
These changes themselves reflect an innovative element in current 
efforts for reform. Hitherto, reform movements have tended to derive 
largely from normative theories of education, which were neither based 
on the real social needs and functions of the school, nor implied any 
true revision of existing practice. 

Reforms have hitherto been more in the nature of unique global 
changes in an education system, or at least in one of its ma^or sub- 
systems, by legislative or administrative measures taken at consider- 
able intervals - and intentionally so - in order to preserve the con- 
tinuity of day-to-day practice in the schools, a continuity which was 
considered essential. Not only were their goals vague, but there was 
an almost total lack of consideration of how to carry out the proposed 
changes, or even how to revise these goals. 

There has been a growing discrepancy, which in the last few years 
has gained a certain publicity, between the function of the school, 
that of artificially maintaining an outdated form of society, and the 
social, political and economic demands being made of universal educa- 
tion. This has shaken the traditional concept of reform. Changes 
have become necessary which can no longer be simply grafted onto the 
conventional structure of the school system, its administration and 
its relationship with other spheres of society. The social and econo- 
mic functions of education call for goal-directed and rational changes 
whose effects must be susceptible to testing, revision and planning, 
if they are to fulfil their function. Most important are not grand 
designs whose realization is left to the vagaries of practice, but 
rather a diversity of detailed experiments and planning projects, 
whose effect can be measured against the overall goals of reform. 

But the concept of rationalisation and maximum effectivity brings 
with It an added problem. The new term 'innovation*, with the process 
it denotes, is more helpful and precise than the previous use of such 
expressions as 'reform measures' and 'objectives' because it implies 
identifiable and detailed goals, to;2:ether with the means of their 
attainment. The attempt to describe 'value-free' changes as improve- 
ments in terms of set objectives does not, however, remove the onus of 
deciding and analysing the rationality and desirability of particular 
goals. A given set of measures may produce greater effectivity, 
though the goal by which such effectivity is to be measured remains 
far off. Similarly, there may be discrepancies between declared goals 
and ways of carrying them out, to which the innovations are geared. 
Such discreoancies are, however, difficult to analyse becauc^e they are 
'objective''. On the one hand, the declared goals are not necessaraly 



identical with the forces behind the innovations;' on the other, the 
actual effects of desired changes can be assessed only in the longer 
term. Because they are the isolated conseauences of detailed measures, 
they Cannot be calculated with much accuracy, for even the adoption of 
detailed goals does not alter the fact that the effect of specified 
measures depends on many factors, not all equally foreseen or indeed 
foreseeable. 

The following description and analysis of innovations is offered 
only in the light of these reservations. 

The incipient reform of the primary and secondary school system 
towards a comprehensive school is perhaps the clearest example at pre- 
sent of an experiment in goal-directed innovation. At the same time it 
is here that the difficulties involved in innovations can be most clearly 
seen; also the need for specific goal-directed changes in many sub- 
sidiary areas from curriculum development and teacher training to the 
legal and administrative framework of the school-system, the relation- 
ship between educational research and actual practice in the schools, 
and again between educational research and education policy affecting 
schools . 

Planned changes are doubtless being carried out in many places and 
m many ways by individuals or groups. This report can, however, only 
attempt, with the help of selected examples, to elucidate some of the 
essential prerequisites of innovations in the current reform movement. 
It covers changes only in the non-vocational sector of school education, 
which, though it is only a component part of the educational system, 
has become, through its central position in the process of qualification 
and selection, the focal point of the national debate on education and 
of plans for reform. 
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CHAPTER II 



SCHOOL REFORM IN THE FEDERAL REPUBLIC 

1. The School System 

Despite numerous changes in its detail, the school system in the 
Federal Republic remains a vertically structured, tripartite system of 
non-vocational schools, which has developed from the 19th century on- 
wards. The separation of non-vocational from vocational schools has 
been retained. 

After the first 4 (in West Berlin 6) years in primary school, 
selection of pupils starts for the various types of secondary school, 
which differ from each other both qualitatively and in the length of 
the courses they provide; the upper elementary school ( Hauptschule ) , 
a further 4-5 years (in some federal states with an option of 6) ; the 
secondary modern school ( Realschule ) 5 and the grammar school ( Gym - 
nasium ) 9. Only success in the final exam at the ^grammar school, the 
' Abitur ' qualifies the pupil for direct entrance to university. But 
since the Second World War a series of measures have been taken and new, 
supplementary paths through the education system have been introduced 
to bring some flexibility into the rigid vertical structure of the 
school system and to make transfers from one type of school to another 
easier. Attempts were made to lessen the rigidity of an early selection 
process administered at one brief point in time - which had proved to 
be highly unreliable, not being based on any objective measurement - by 
extending the selection process and allowing provisional acceptance in 
the secondary school. 

Continuation schools ( Aufbauschulen ) were intended to give pupils 
the chance of taking an intermediate school-leaving examination ( Mitt - 
lere Reif e ) > by way of the upper elementary school and subsequent trans- 
fer to a shortened grammar school course. The traditional division of 
grammar schools (into schools specialising in classics, modem langixages 
or natural sciences) was in certain areas extended to include schools 
specialising in. economics , the arts, etc. 

Supplementary institutions, the so-called 'alternative route' 
( zweiter 3ildun/?sweg ) were to provide access to the university for those 
who had already learnt a trade. Seen in quantitat^ive terms, these 
changes in the German education system have not significantly altered 
the overall picture of a hierachical, tripartite school system, even 
though the proportion of those gaining their ' Abitur ' almost doubled 
between l954 and 1966, from 4^ to 7.4^ of the relevant age group, while 
those completing the middle school course rose from 8.79^ to 12.1^. In 
1967, the last year for which we have complete figures, there was a 
further rise to 14.2% leaving with the ' Mittlere Reife ' and 9.3?i with 
the 'Abitur' (l). While, however, at the middle school level the pqssi- 
bility of gaining the equivalent of ' Mittlere Reife ' via full-time voca- 
tional continuation schools has led to a considerable widening of the 
group of school leavers holding this qualification (2), the 'alternative^ 
route' institutions (middle schools and grammar schools meeting only in^' 
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the evening, and other full-time colleges) have, despite a considerable 
rise in the numbers completing their courses in recent years, hardly 
fulfilled their corrective function. For example, in 1966 the number 
of * Abitur ^ passes gained via the ' zweiter Bildun/^swe^ ' represented only 
A% of those obtained in the normal grammar schools (3)* 

Transfers, too, from middle to grammar school remained few, much 
fewer, in fact, than those from middle back to upper elementary school. 
In addition, the relative figures -of school attendance reveal that the 
decision about what kind of secondary school - and hence what kind of 
career - is, by and large, taken by the time a pupil is 13, and that 
only a small number of pupils are still attending some form of non- 
vocational school beyond the age of 16. In 1966, 62.7^ of all thir- 
teen-year-olds were attending an upper elementary school, 15. 2?^ a middle 
school, and 17.2^ a grammar school. Of all sixteen-year-olds a total 
of 23. 55^ were still attending some form of non-vocational school; of 
these 8. 8%. were attending a middle school and 13.09J a grammar school. 
Almost all eighteen-year-olds were grammar school pupils (9.8% out of 
a total of 10.3%) (4). There is, in addition, a considerable variation 
in the proportions' of children attending school, of those moving on to 
the various secondary schools and of school leavers, both between the 
federal states and within them, and even within city states between 
districts of different social structure. In 1967 the number of school- 
leavers yith the intermediate school-leaving examination - solely in 
non-vocational schools - varied, for example, between 5.6% (the Saar) 
to 23.6% (Bremen), and the number with ' Abitur ' from 7.2% (Bavaria) to 
12.2% (Hessen) (5). 

Such differences in secondary school attendance are partly explai- 
ned by the different motivation behind school attendance from region to 
region according to the composition of the local population and the pre- 
vailing social and economic structure (6), but they nevertheless reflect 
the problems of an education system organized on a federal basis. 
Despite all the trends towards uniformity since 1945, both the develop- 
ment and extension of the school system and the quantity and quality of 
education provided are still tied to the complex of local tradition and 
historical chance which distinguishes the individual federal states. 

Regional differences have hitherto not been solely due to different 
levels of economic prosperity; expenditure on schools and financial 
resources do not necessarily go hand in hand, as a comparison of ex- 
penditure between states with a high level of tax revenue and those 
with a low one shows (7). The development of the school system since 
1945 has depended much more on the political situation in the individual 
federal states, even if the differences cannot entirely be explained by 
a simple distinction between those states controlled by the Socialist 
(SPD) or Conservative (CDU) parties. After all, according to the offi- 
cial version, the SPD came to grief in Hamburg in 1954 because of the 
then universal 6-year elementary school; even if factors other than 
school education played a part in their demise, the fact remains that 
when the SPD returned to power in Hamburg their original desire for 
reform had markedly declined. Hesse, a traditionally SPD state, has, 
within its intensive reform of rural schools into neighbourhood schools, 
been quick to smooth the way for further extension and structural re- 
modelling of the school system. In Bavaria, only recently have the 
alteration of agreements with the churches and the passing of a new Act 
on primary schools, by which confessional schools ceased to be the norm, 
permitted full extension of the primary and upper elementary school 
system* r\ 
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The majority of these regional differences in school attendance 
derive from variations between school systems and from policy differ- 
ences over the way education should be publicized and advertised. To 
this extent they constitute fundamental inequalities, which could be 
remedied without more drastic reforms. But it is clear that the invest- 
ment in education necessary over the coming years will be beyond the 
financial capacity of at least some of the states (8). 

For several years, attempts have been made to reduce such kinds of 
'manifest lack of modernity* , as a federal state minister of culture 
once put it, by a more intensive development of all types of school. 
Success rates in the schools, the numbers passing 'Abitur' and those 
completing the secondary modern school course are increasing, and fur- 
ther increases are planned (9)« 

More serious is, the 'latent lack of modernity' in the structure 
and orientation of the school system, in the absence of long-term plan- 
ning, the failure to constantly check progress towards specified goals, 
and in the still only slightly developed public awareness of the social 
function of the school. 

What has become questionable, if as yet far from being questioned 
everywhere, is the demarcation of and allocation to the three types of 
secondary school. They originally developed in a society still ordered 
into classes, but were subsequently reinterpreted as specific types of 
school for groups of pupils who could be differentiated according to 
the level and direction of their abilities and in terms of the career 
opportunities that the prevailing economic system afforded. This hier- 
archical structure reflected and still largely reflects differences in 
the length of the various! school courses, in the degree of professional 
training possessed oy thej teachers (10) and the salaries they command, 
in the per capita expendi/ture on the pupils of the three types of school 
(11), and the differing social prestige enjoyed by each, as reflected 
in differences in the social origins of their pupils. 

The increasing differentiation and rapid development in the pattern 
of available careers and the qualifications required make the viability 
of this system increasingly, more questionable, evidence of which can be 
found in the growth of a variety of schools more strongly orientated 
towards future careers, both in the strictly non-vocational part of the 
secondary school system and, even more so, in the vocational schools. 
The theory of ability underlying the tripartite system, which was 
closely related to a deterministic view of ability still widespread 
even in the early 1960*s, has meanwhile (particularly under the impact 
of foreign research into ability) proved untenable (12). 

It is gradually being realized that selection is the critical 
element in a vertically structured secondary school system. Until well 
into the, fifties, an early and strict selection of the 'able' was con- 
sidered essential to maintain the quality of secondary education. 
Pupils staying /down in the same form and early leaving were seen to 
the extent that any data were available - more as the natural process 
of selection, in which the small elite gradually emerged, than as evi- 
dence of institutional weaknesses in the school system. - 

The abolition of school fees and of payment for teaching materials. 
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plus grants for the upkeep of children, were thought to have removed 
the main material obstacles to a full secondary education. Only in 
the last few years, when a series of studies have been made in this 
field, have the disadvantages and the inherent social factor in selec- 
tion procedures both at the point of transition to secondary school 
and within the secondary school itself been exposed. On average, 509^ 
of the intake into grammar schools and about 60^70fo of the intake into 
secondary modern schools successfully complete the full course (l3). 
Even the pr^ary school takes on a selective function, without widening 
opjpprtunities for access to secondary schools f it thus fails to per- 
form its official role, i.e. of educating all ' puT)il3 according to their 
abilities. On average, 20^, and locally up to 50?^ of primary school 
leavers leave school without successfully completing the final year of 
the course (14), which is increasingly becoming a precondition of entry 
into apprenticeship trades. Measures of comparavive achievement in the 
vaT*ious schools indicate the untenability of any division into a priori 
types of secondary schools Despite general differences in the level of 
ability between the three groups of pupils, a good deal of overlap is 
discernible in the distribution of attainment (15). Under these cir- 
cumstances, any hierarchical grading of the amount of secondary educa- 
tion provided can hardly seem Justified. - 

It is, however, mubh more the qualitative (rather than the quanti- 
tative) aspects of selection, above all the social impact of a mono- 
lithic selection process based on achievement, that have dominated the 
debate on reform in recent years. While social mobility is increas- 
ingly tied to school education and the school thus acquires a key role 
in the distribution of career opportunities, there has been only little 
change in the relationship between social class and choice of school. 
The elementary school is mainly attended by children of maniial and farm 
workers, the secondary modern school by children of skilled workers and 
white-collar workers, the grammar school by children of parents with a 
university education and of civil servants (l6). 

In international comparisons the Federal Republic emerges as the 
coxmtry with the highest rate of social selectivity (17). The propor- 
tion of university students (53% in 1964-65) (18) who come from working- 
class families is much lower than that in other industr-'al nations. 

In Germany, too, emj^irical studies have now been made J^howing the 
extent of the social and cultural barriers which the secondary school 
erects by the demands it makes on pupils' linguistic and cognitive 
abilities and on their motivation (19). But in the secondary schools 
themselves, the effect of these social barriers could hardly be properly 
seen because the low representation of certain social groups - in parti- 
cular manual and agricultural workers - coincides with their low level 
of aspiration and this has prevented open conflict from occurring. The 
enormous rise in demand for secondary education found in other Western 
European countries since about 1955 had no parallel in the Federal 
Republic, a phenomenon which can be only partly explained by the fact 
that the birth-rate started to rise here later than elsewhere. The 
most recent studies, though, have, shown that this apparent equilibrium 
between supply and demand conceals a widespread attitude of resignation 
'and latent frustration. Almost one in every two adults in West Germany, 
while well aware of the value of school education, feels that his own 
has been inadeqxaate (20). This dissatisfaction is as yet exerting no 
direct pressure for change, because it is still latent, but in its 
sheer volume is a potential source of social conflict. 

* i 
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Thus, it is gradually becoming clear that these problems are not 
a matter of making selection more objective and, more generally, of 
making the existing school system more efficient, but of changing it 
fundamentally. The selective, elitist function of a humanistic and 
literary type of secondary education is in line neither with democratic 
principles nor with the skills required ^in a complex economy. But it 
is more the awareness that Germany is lagging in technology that has 
set the reform debate in motion. The need for a scientifically planned, 
effecti'^'e education for all, with sehotris sty organized that their 
structure and content are sufficiently flexible to adapt to individual 
requirements, is gradually producing planned innovations in place of 
the discrete partial reforms which have hitherto at best reduced the 
wojfst symptoms. 

/' 

2 . Educational Federalism and Experiments in C e ntral Co-ordination 
and Planning 

In the last two years changes have been made in countless parts 
of t^e school system. New teaching medi^, methods of instruction and 
eyen new school subjects have been introduced in -single schools and in 
g^roups of schools. Existing types of schools have been changed, some- 
times combined, and new kinds of schools introduced. The reports on 
these experiments by now fill several volumes (21), yet still give one 
a feeling of confusion rather than the impression of dynamic and con- 
sci\ous education policy. If one looks at these school reforms it be- 
comes clear why, despite their number, there can still be talk of "two 
decades of non-reform" (22) and demands for the schools to be left in 
"peace". Not only have a great variety of things been labelled "schobl- 
experiment" and "•reform" - gen^eirally mere departures from existing 
practice rather than planned change in the framework of a more global 
concept - but what experiments 'there hav^ been have' proved almost use- 
less* There have as yet been hardly any goal-directed and controlled 
experiments within schools. Where scientific operational studies have 
been tried - for example the Dutch experiments with a differentiated 
secondary modern school - they have, found little public support, were 
too late, or their findings were ignored. The lack of any co-ordina- 
tion in the planning, carrying out, and evaluation of experiments - or 
at least the lack of any inf ormatiojc^ on them - doomed them to remain 
isolated cases, which, all in all, have changed little. 

This situation is often blamed on the tradition of cultural 
fede,ralism, which makes even the co-ordination of information difficult, 
not to mention supra-regional planning. The state school system (23) 
is entirely the responsibility of the federal states. The local com- 
munity is responsible for the running of the school and generally has 
to provide the cost of materials, while the federal state pays the cost 
of personnel. The highest authority responsible far schools is the 
respective federal state ministry of culture, which ds in charge of 
cultural policy in the s-tate and is headed by a minister of culture 
or - in the case of city states - senators; Beyond this there are no 
federal authorities whatsoever, i.e. no central responsibility for 
development, planning and reform of the country's education system. 
From developments over the last two decades it is manifestly clear that 
the 'historical accident' of cultural federalism has in many ways pre- 
vented the creation of a school policy geared to the needs of society 
as a whole. Cultural federalism and its consequences should be seen 
rather as symptomatic of public attitudes to education and as one mani- 
festation of the overall soelal condition of a 'retarded nation' than 
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as a structural barrier againt^t existing initiatives. 



The principle of cultural federalism was introduced by the Allies 
under the Control .Council Lav No. 1 of September 1945, but there were 
in any case strong federalist tendencies among the other parties engaged 
in preparing a new constitution. It soon emerged that a .consensus on 
any uniform control of cultural matters could not be expected, so - for 
tactical and political reasons - they were event\ially not included in 
the Basic Law, but were left to the competence of the individual fed- 
eral states. In fact, a number of the federal states showed an active 
readiness to reform in the first years after 1945- Such concepts as 
the extension of the period of undifferentiated primary education, dif- 
ferentiated secondary modern school education under the same school roof 
and experiments in integrating general and vocational education were 
developed (24). But by 1948-49 the willingness to make fundamental 
refoxTOs- had already dwindled or come to grief in the conflict between 
groups and political parties within the federal at-^'-.^is.. What remained 
was an extension of the primary school perio<? ^y states to 

6 years and in Berlin to 8 years (in Berlin i t -tCed to 6 years 

in 1948 while in Bremen and Hamburg it ceased . the rule again a 
few years later). Also experiments with a differentiated 4-year 
secondary modem school continued in Lower Saxony, and a 2-year transi- 
tional stage following the primary school survived, mainly in Hessen. 
The failure of reform plans was connected with the wake of the trauma 
left by national collapse in 1945. Stagnation in education was further 
fostered by the lack of co-ordination in the reforms made since 1945, 
the failure of even those federal states with similar plans to liaise 
with each other, and resistance to the Re-education Plan imposed by 
the Allies from without. The entrenchment of the East-West confronta- 
tion and the establishment of the (East) German Democratic Republic 
with its 'unified school system' facilitated the political denunciation 
of all experiments implying a removal of the vertical organisation of 
the school system as introducing a 'communist style' uniform school 
system. Under these circumstance? inci]pient efforts in 1949 to achieve 
supra-regional co-ordination and standardization of the school system 
prevented rather than furthered reforms. In 1949 the 'Permanent Con- 
ference of the Ministers of Culture' (KMK, in its German abbreviation) 
(25) was set up as a body to foster unity of purpose and co-ordination 
in matters of supra-regional importance. This, measured against the 
intentions of the authors of the Basic Law, was a novum , but oneessen- 
tial to the functioning of an exclusively federal system. The KMK, a 
working group of the federal states' ministers of culture, has no 
authority in itself. Its resolutions, which have to be passed unani- 
mously, are recommendations which become binding only if they gain the , 
support of the respective federal state organs. This arrangement, made 
to preserve cultural federalism and not to remove it, has, instead of 
providing fundamental decisions on school policy, promoted a reactionary 
educational policy at the administrative level (26). 

Furthermore, the KMK at first understood its task in school educa- 
tion to be one of producing order in the system. With the, in any case, 
only slight willingness to experiment in the federal states, thi3 
amounted to standardization without innovation. In 1955, in an 'Agree- 
ment between the Federal States on the Standardization of School 
Systems', which had the remarkable provision that it was irrevocable 
for 10 years, school experiments were authorized on condition that 'the 
essential characteristics of the existing types of school s^o^ld remain 
(27). Only with the revised version^oi; this Agreement in 1964 we. 
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experiments which departed from the agreed basic system allowed. They 
ne,ed, however, the prior recommendation of the KMK (28), quite apart 
froft-Hiii^. fact that the federal state ministry of culture has to give 
its approval. Both provisions afford opportunities for the - often 
successful - intervention of pressure groups against new kinds of ex- ; 
periment, as. soon as these threaten particular interests. \ 

\ \ 
The difficulty of making new departures in school policy outside 
the framework of existing practice is evident in the relatively pro- 
gressive attempts of the KMK, as for example in its now legendary 100th 
Plenary session of March 1964. Not least inspired by school develop- 
1 and educational planning in other European countries, and the 
-> produced by increasing European integration, the transition from 
'period of reconstruction' to one of 'further ^development of school 
and university policy' was proclaimed for Germany too. The programme 
included, amongst other things, a rise in the standard of education ,^f 
all pupils, marked individual attention by a wide supply of course 
options and differentiated forms of education (e.g. the 'transitional 
stage' between primary and secondary school), increased opportunity for 
transfer between school (e.g. by horizontal organisation of the school 
system) (29)* At the same time, however, an initiative on the part of 
some of the ministers of culture themselves to bring this declared pro- 
gramme nearer to realization, by the adoption of a binding timetable, 
failed. 

Dissatisfaction with this situation, on the other hand, soon pro-- 
duced demands both for an overall competence on the part of the federal 
government and the establishment of a politically independent body to 
do the preparatory research needed for any school reform. As a result 
of these demands, the 'German Committee foi Educational Matters' 
( Deutscher Ausschuss fur das Erziehungs- und Bildungswesen ) was set up 
in 1953 as a supra-regional consultative body (30). In its very con- 
stitution, its working methods and its function, it mirrored from the 
start the political dilemma, on the one hand, between a lack of central 
government authority coupled with federalism, and on the other, of 
inadeqiiate professional knowledge of the needs of long-terra educational 
planning. Its 20 members were appointed by the Home Secretary and the 
president of the KMK; they were supposed to be people as independent 
as possible from organizations and government authorities, experienced 
and interested, but not necessarily experts. The committee set to work 

•with no special terms of reference other than 'to observe the develop- 
ment of the German education system and to promote it by providing 
advice and recommendations'; the task of presenting a comprehensive 
design for school reform was one it set itself. Its recommendations 
were not binding - largely because there was nobody responsible for 
deliberating and carrying out overall reform. Co-operation with the 
KMK hardly occurred in the 12 years of its existence. Specialists and 
existing reports could be consulted, but the budget provided by the 
federal governmtent and states was by no means adeq^uate for them to 
commission special reports of their own, let alone to finance invest i- 

,gations. These were serious deficiencies in view of the almost total 
absence up to the early 1960 's of statistical material and surveys by 
social scientists. In/l959, after a series of piecemeal recommendations, 
the Committee published an 'Overall Plan for the Remodelling and 
Standardization of the State Non-Vocational School System' (R ahmenplan 
zur Um^estaltung und Ve rei nheitlichung des allgemein bi ldenden offent -- 
lichen Schulwesens ) r3lTT" It offered a compromise between retention 
and modification of the existing school system (amongst other things 
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by the introduction of a two-year transitional stage following elemen- 
tary school) which, however, came under the crossfire of political and 
other interests and did not even escape the 'communism tag' (32). All 
the same, by its recommendations the Committee had got public discus- 
sion going on matters of education and, most important, had made it 
clear how many unsolved problems remained and how little objective 
information there was. It Bad also underlined the necessity for school 
experiments and scientific investigations. It had introduced the argu- 
ment that the Geraan school system 'had not kept pac6 with the dramatic 
changes that have taken place in society and government in the last 
fifty years' (33). In doing these things, it set in motion a national 
debate on education policy. ^ 

With the start of the l960's, new life was brought into the public 
debate on reform of education policy and research. A wealth of studies 
in the sociology of education provided more exact statistical data and 
information on structural aspects of selection in the school system at 
its various levels. Surveys on the need for qualified personnel in 
various professions and the development of the economics of education 
(34) contributed **to the discussion. They, above all, promoted insight 
into the social function of educational institutions, and into the 
possibility of and need for the conscious planning of processes which 
had hitherto seemed, by their very nature, to be unamenable to rational 
control. The KMK itself prepared its first estimate of school require- 
ments for the period 1961-1970 (35), after an agreement between the 
federal states on the enlargement of its secretariat had made possible 
a systematic documentation embracing international developments, and 
the extension of its statistical service. However, a declaration by 
the KMK in December 1964 on 'urgently necessary measures in the sphere 
of education' made it clear that at this level plans might be expected 
which at least could increase the efficiency of the existing school 
3ystem here and there (36). But there were still no reforms to reduce 
the underlying inequality and inappropriateness of the system in terms 
of individual and social needs. 

The dilemma between the cultural sovereignty of the federal states 
and the need ^or overall planning for the country as a whole had re^ 
mained. Even during the life of the 'Deutscher Ausdchuss' discussions 
reopened about the creation of a more workable supra-regional body to 
produce better results. Agreement was finally reached in 1965 between 
the federal state governments and the central government on the estab- 
lishment of a German Council of Education ( Bildungsrat ) , initially for 
a period of 5 years (37). 

The Bild\mgsrat consists of a Commission for Education (Bildungs- 
kommission ) with 18 members, appointed in part- by the Conference of 
State Prime Ministers (14), and in part by the Federal Government ^ 4 ) , 
and of a Government Commission composed of the 11 ministers of culture, 
4 state secretaries from central government ministries and 3 representa 
tives from national organizations representing civic interests. Re- 
commendations by the Commission for Education can be presented to the 
parties concerned only after consultation with the Government Commissio 
The difficulties involved in such supra-regional arrangements, which 
reflect the difficult relationship between the sciences and politics, 
a^ain become evident in the debate which went on for months as to 
whether the Commission for Education should be a body of experts or 
representatives. Here, too, a compromise solution yas eventually 
arrived at under which the Commission consists of both experts In 
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relevant fields and representatives of key sections of society. Rep- 
resentatives of the Administiation also participate in the Commission 
for Education's working groups, though without voting rights. With 
this complicated compromise it was intended that, in contrast to the 
' Deutscher Ausschuss '. the element of co-operation between specialists 
and representatives of the Executive should increase the chances of 
any recommendations being implemented • 

The tasks of the Commission are more precisely specified than 
those of its predecessor, even if it, too, has been given no political 
mandate. Its function is to draw up plans outlining needs and develop- 
ments in the education system in accordance with the cultural, economic 
and social needs of the country. It is required to put forward pro- 
posals for restructuring of the education system, and at the same time 
to assess the financial resources needed. Finally, it has to make 
recommendations for long-terra educational planning. In its first 
session, the Commission for Education went so far as to compile a work- 
ing programme for its committees, oriented towards educational problems 
of special urgency (38). 

The position of the Council for Education and educational policy 
are today more promising. The Council has sufficient means at its 
disposal at least to gain the co-operation of experts and to call in 
special reports, and for these ends alone has more than the whole 
budget of the Deutscher Ausschuss ever amounted to. Hence there is for 
the first time an opportunity - which is being exploited - to collect 
systematically the findings available from studies and experience at 
home and abroad, when considering reform possibilities for Germany (39). 

The work of the Council for Education to date and its first re- 
commendations on the future organization of the secondary school system 
(40) clearly show, however, that the very attempt to make it more 
effective by changing its composition has fostered an element of com- 
promise in its recommendations. This dilemma could hardly be solved, 
however, by filling such a consultative body exclusively with * pro- 
gressive' experts, as the realization of reforms requires a consider- 
able degree of social consensus and in particular willingness to co- 
operate on the part of the institutions and groups entrusted with the 
execution of reforms. 

The situation as described above may have made it clear that the 
demand repeatedly made for a national ministry of culture would not 
necessarily bring one any closer to a solution of outstanding problems, 
however urgent a central authority for education policy may in many 
ways seem. The more important precondition is a generstl public aware- 
ness of the need for a lonf:-term education policy and planning, and 
the Council of Education cnuld certainly contribute to achieving this. 
If the simultaneous publication of recommendations and unsolicited 
reports provide an opportr^nity to open up new perspectives, then the 
real innovative effect of this body is to be found in its recommenda- 
tions on school experiments (41a). This part of its activities, since 
it is directed only ^towards experiments and not global changes, enjoys 
greater freedom of manoeuvre. urthermore, school e:fperiments as yet 
require no fundamental decisioT s on educational polipy. Hence, even 
federal states, for example, wnich have hitherto planned no experiments 
of this kind, are now ready to take part in the comprehensive school 
programme (41b), which was part of a Commission of Education proposal. 
Local authorities, too - and they are now among the main initiators of 



reforms - can in this way receive further encouragement and help. 



This process of 'grass roots' reform spreading gradually 'from 
below' and stimulated by competition between the federal states and 
their constituent commxmities, offers at present the most promising 
prospect of global change in the years to come. With the interplay of 
information and experience which is thus coming into being, more recent 
school experiments differ from their predecessors. These sometimes 
provided outstanding models, which, however, being conceived in isola- 
tion, remained ineffective* 

At the same time, in a situation marked by an increasing willing- 
ness to undertake reforms, the interdependence of the various levels of 
the education system, and also the connection between educational policy 
and basic decisions in other sectors of society, require at least a 
larger measure of supra-regional co-ordination, information and plan- 
ning than can be secured by partial and provisional forms of co-opera- 
tion between the government and the federal states, A first step to- 
wards giving the government power to decide education policy - similar 
to its recent authorisation to decide broad policy lines for higher 
education and vocational training - was taken in 1969 with the exten- 
sion of government competence to the field of educational planning. 
The previous Ministry of Science and Research became the Ministry of 
Education and Planning. To what extent introducing mere participation 
in educational planning - without at the same time diminishing 'the 
power of the federal states so that one can lay down mandatory policy 
guidelines - will accelerate educational reform, remains to be seen. 

In April 1970, at the end Of its first period of office, the Co\m- 
cil for Education submitted a structural plan for the education system 
(42a), It is a lengthy document dealing with the future of educational 
institutions, essentially a compromise, as' was only to be expected from 
the composition, working methods and function of such a body, and as is 
amply stated in the introduction to the report. For the firsV time in 
Germany since the war, though, it provides a far-reaching proposal for 
reform, which, in view of the amount of discussion and advice ton which 
it is based, ought to meet with wide support and could, at the\same 
time, despite its tentative character, set in motion a progressive 
trend throughout the whole education system. In brief, the recommenda- 
tions are as follows: compulsory education beginning at 5, and last- 
ing 10 years; establishment of a leaving qxialif ication (Abitur I) for 
the middle school, with the intention - and hope - that it wo^ be 
obtained by most pupils f horizontal stages in the education system from 
elementary to further education; a Secondary Stage I concludes the 
basic education of all pupils. Secondary Stage II leads, with numerous 
variations, to Abitur II - the minimum requirement for university 
admission - and to initial vocational qualifications; the proposal 
thus aims to integrate non-vocational and vocational education. It is 
assumed that by 1980, 45 to 559^ of the relevant age group will be 
attending full time the first two years of Secondary Stage II, which 
is non-compulsory, and that the corresponding figure will be 25 to 30% 
in the third year of Secondary Stage II. These rates have long since 
been reached in other industrialised countries, but would mean a con- 
siderable expansion of German education. Furthermore, pre-school 
education is to be developed as a so-called two-year Elementary Stage, 
the aim being to make provision on an optimal basis for about 75^ of 
all 3 and 4 year-olds. 
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There are also suggestions on how to improve teacher training. 
This is all the more important in view of the mixltiplicity of teacher 
training programmes that exist and the desolate state of teacher train- 
ing today. These threaten to nixllify any new education policy, however 
progressive it may be, A key proposal is the provision of a university- 
level training for all teachers. It would basically involve study of 
education and the social sciences, pedagogics, with systematically inte- 
grated teaching practice. Hitherto, there have only been isolated 
programmes, differing in quality and status according to the type of 
school in which the student wishes eventually to teach. This has been 
an exacerbating obstacle to integrating the education system more close- 
ly. But under these new proposals, the courses would differ only in 
the group of subjects chosen to complement the basic course taken by 
all, which, as already indicated, would be rooted in the social sciences. 
Finally, the plan contaiipi proposals for a reform of educational admini- 
stration, where change is essential, if flexible and continuous reform 
is to be achieved. It also provides estimates of the money and staff 
needed for the recommendations to be implemented. This also disting- 
uishes it from the earlier plans for reform, which failed not least 
because of obscurity* as to their implications. 

The potential of the plan - to open new persi!)ectives without dog- 
Matic commitment - at the same time indicates its weaknesses. The 
proposals allow for interpretation, for example, in favour of develop- 
ment along comprehensive lines, but equally for a preservation of the 
present unco-ordinated plurality of types of school (though admittedly 
they emphasize that this existing situation can no longer be justified). 
Again, one has to wait and see to what extent these generally progres- 
sive recommendations by the Council for Education remain merely a form- 
al declaration and to what extent they permeate the educational practice 
of the federal states. 

At the beginning of June 1970, the federal government put pro- 
posals before Parliament for the future growth of the education system, 
as indeed Willy Brandt had said it would in the declaration of policy 
he made after the elections in October 1969 (42b) • The reforms it 
envisages for the school system basically conform with the Council for 
Education's recommendations, though some of its aims are more explicit, 
for example the commitment to try out and gradually introduce integrated 
comprehensive 8 (43 ) . 

The government's programme foresees a national education plan to 
be produced within a year by an educational planning committee composed 
of members representing central government and the federal states. 
This is to include a commitment to specific reforms, and will set both 
medium-term targets and long-term goals. More immediately, the govern- 
ment wants programmes started to deal with particularly pressing pro- 
blems such as co-ordination of educational research and curriculum 
development, and of individual projects such as experiments with 
schools (pre-schools , comprehensives and whole-day schools), the pro- 
duction of teaching aids and teaching programmes, studies on regional 
planning and on the demand for education. But not until discussions 
between the government and the states start will we know how far there 
is a consensus on specific plans by the government to co-ordinate 
school policy, for which alone the federal states continue to be legally 
responsible. 

The preliminaries for concerted educational planning were finally 
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completed by June 1970 with an administrative agreement between the 
government and the federal states on the setting up of an educational 
planning commission. It began work at the end of July. 

There are seven government representatives on it and eleven 
representatives of the federal states. They are to produce a national 
education plan within a year, with estimates of its cost. Should they 
actually sucqeed in agreeing on a practicable policy for reform, it 
would be the I first opportunity yet for developing education in all the 
federal states along* mutually agreed lines and for changing the federa- 
list system from an instr\iment of educational immobility to one of 
fruitful co-operation and competition. Before this can happen, con- 
siderable problems (quite apart from difficulties over the substance 
of the agreement) will have to be solved. Among the greatest of these 
is how to finance an education programme adequate to compensate for the 
years of inactivity in this sector. The intention is to meet some of 
the cost over the next few years by placing a provisional extra levy on 
income tax and by raising a loan for educational expenditure. Tax 
rises, resort to new sources of income and a change in the order of 
priorities in any case seem inevitable by the mid-seventies at the 
latest. It is widely thought that they are urgently needed already if 
plans for reform are not to remain mere pipe-dreams. 
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CHAPTER III 



MOTIVES FOR CHANGE 

Since 1945 there have been many changes in the school system. As 
a rule they have been directed towards the extension and standardiza- 
tion of the system in the various federal states - for example the 
extension of the elementary and secondary modern school and the intro- 
duction of foreign languages in elementary schools - or modifications 
and elaborations of existing practices, as, for example, changes in 
selection procedure or the introduction of supplementary routes through 
the education system. Changes of this kind, directed at particularly 
striking malfunctions but still in no way challenging the goals of the 
school system and its general direction, have little connection with 
the term ' innovation' , .in the limited sense that we have given it here, 
however important they may be for the development of the education 
system. 

From 1965-66 onwards, school experiments were started by a wide 
variety of groups; for example, by the school administration, to a 
large extent by those responsible for the schools themselves, by indi^ 
vidual schools, teacher associations, parents* associations, or by 
individuals with a particular interest in the matter at hand. These 
have, by contrast, been mostly directed towards new goals, for example 
towards objectives which have been in the forefront of educational 
discussion in recent years. These include, for example, changes in the 
system of transfer from primary to secondary school (the transitional 
stage), extension of the elementary school period with the simultaneous 
integration of non-vocational and vocational education, the differenti- 
ation of grammar school courses, the introduction of whole-day schools 
and above all the introduction of comprehensive schools which incor- 
porate most of these other less ambitious experiments. The fact that 
about two-thirds of the 200 or so school experiments in state schools 
have begun since I960 indicates that general school reform, so much 
neglected since 1945, is gradually getting under wa^, at least in the 
form of experiments. 

This kind of reform trend, which is independent of the official 
school policy of, say, the KMK or the ministries of culture in the 
federal states, makes it difficult to discern any general 'pressure' on 
the country's education policy or to describe its causes. There would 
be some point in talking of such pressure only if and when relatively 
clear education goals had been formulated, which could not be achieved 
with the prevailing organization of schools, and if there were readi- 
ness to transform these goals into more than verbal appeals, i.e. into 
concrete development plans. Such a tendency has been more noticeable 
since the change of government ir 1Q69* The innovations come mainly 
from, or find a foothold in, local communities - with a few exceptions, 
such as Hessen and West Berlin. This is not least due to the fact that, 
at the lowest level, conflict situations derive from direct confronta- 
tion with the difficulties of school practice and the demands of those 
groups involved or affected. In part, it is pracliical and economic 
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necessity that are provoking policy decisions in education, such as 
those brought on by the need to renew school buildings or to enlarge 
elementary and secondary schools; both of these are often made 
financially viable in small towns or rural districts only be merging 
several schools and types of school. But neither pressures such as 
these, nor the failure of the school system to keep pace with the 
social and economic changes - a popular argument - autoraatically pro- 
duce the necessary policy decisions, however much they ui:iderline the 
need for certain reforms. 

It can be fairly clearly seen from the development of education 
policy over the last 20 years, as described above, that of the two theo 
retically possible alternatives - i.e. between isolated reactive 
changes and adaptations, on the one hand, and, on the other, long-term 
planning directed towards concrete goals - that of isolated change has 
tended to predominate. It may be that the very orientation of Pro- 
gressive arguments based on putative material circarastances such as 
"the growing need for qxialifie^ manpower" or ''the changing social 
structure** or "a trailing position in international league-tables" has 
contributed to this. For these arguments have focused attention on a 
variety of quite different possibilities deduced from the same set of 
facts. 

The problems that emerge from a statistical and qualitative 
analysis of the general school system have been raised in the first 
part of this study. These include the difficulties inherent in an 
early and more Or less arbitrary choice of emphatically different 
school courses and careers, high drop-out rates, drastic social selec- 
tion, an articulation of the school system invidiously based on a 
typology of human ability and on economic and functional considerations 
increasing numbers in the secondary schools giving a multiplicity of 
different motivations confronted by a relatively one-dimensional range 
of school courses, with little chance of revising possibly premature 
decisions, and so on. The rise in relative attendance figures in 
secondary schools is a sign of the growing importance of the social and 
professional status of an education providing academic qualifications. 
Access to and successful completion of qualifying stages of education 
become all the more important, the more the completion of specific 
school stages becomes a formal qualification for individual professions 
as is increasingly the case in West Germany. 

The coupling of secondary modem tod grammar school qualifications 
with professional eligibility - i.e. interpreting them as evidence of 
the capacity to occupy intermediate and leading positions in profes- 
sions - is a historical quirk of German secondary education. These 
qualifications were originally valid only for careers in the civil 
service, but they soon became recognized by industry as evidence of 
achievement. This reinforced the strategic position of school educa- 
tion in society. The significance of universal education, when school 
resTilts are so important as qualifications, is perhaps most evident at 
the 'lowest level*. Completion even of elementary school is increas- 
ingly becoming an entrance requirement for the teaching profession 
while, at the same time, the demand for workers with no qualifications 
is shrinking. On the other hand, with the growing intake in secondary 
schools, the proportion of elementary school pupils completing at least 
the elementary school course is declining. 

At the same time, it is not just a question of getting more pupils 
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through the existing school courses. The more stringent entrance 
requirements set in all professions and, above all, the rapid change 
in the skills required in professions - whose long-terra consequences 
can hardly be foreseen ^ make a well thought-out general and basic 
education essential, one which fosters professional mobility (44). 
Thus, surveys and prognoses of the demand for qualified people in 
specific professions are not an adequate basis for the long-term plan- 
ning of- course contents and of the school system, but they at least 
indicate gaps in the current range of school syllabuses, with their 
restrictive effect on the pupil's breadth of vision. This is true 
both of professions accessible via elementary and secondary modern 
school - which concentrate on relatively few traditional professions 

(45) - and in particular of grammar schools which prepare pupils for 
university entrance - and whose predominantly literary and historical 
approach contrasts with the growing importance of technological and 
scientific fields of employment. One sign of this is the shortage of 
qualified technologists and natural scientists that has long prevailed 
in industry, research and education. What has been described here in 
relatively abstract tenns as the failure of the schools to meet the 
needs of a flexible economy, is strikingly evident in the discrepancy 
between school pupils' career aspirations and their education. Even 
where the career aspirations of pupils are realistic in view of their 
school education, they are so vague that they are likely to intensify 
the frustration experienced by the pupils in their subsequent careers 

(46) . Precisely such considerations as these lie behind experiments 
to combine general and vocational education in a subject such as 'work 
and careers' ( Arbeitslehre ). They have led to the introduction of 
periods of practical experience in jobs and places of work during the 
last two years of compulsory schooling, and to provision of a greater 
variety of subjects in post-elementary education. 

The effect of economic arguments on changes in the school system 
has, however, remained ambivalent. The conclusions drawn about school 
organization from this state of affairs are twofold. On the one hand, 
one should dismantle structural and qualitative barriers such as one- 
sided curricula and early vertical differentiations, which have the 
effect of heavily restricting the range of careers open to a pupil by 
the sheer fact that he enters a certain type of school. On the other 
hand, greater differentiation within the tripartite system and a hier- 
archical ladder of school-leaving certificates would achieve a better 
distribution of pupils and prepare them more realistically for careers 
and further education. Both approaches - the plea for increased flexi- 
bility in the structure of schools and in curricula, or alternatively 
support for reactive planning in the sense of organizational modifica- 
tions within a given system - are foiind side by side, yet in relative 
isolation, in the government's report on educational planning (47). 
In the recommendations, too, of the Council for Education, they under- 
lie, together with other motives, on the one hand the concept of com- 
prehensive schools, on the other the reorganization of secondary school- 
leaving arrangements (4B). The demand for qualified manpower has, if 
anything, encouraged the school of thought which favours more intensive 
promotion of a pupil's existing abilities. This is manifest in the 
widespread practice of setting aside sub;]ects on the basis of achieve- 
ment in transitional stage and comprehensive school experiments, rather 
than that which advocates strengthening the pupil *s need for achieve- 
ment, and is likely to be, at least as long as there are still untapped 
reserves of pupils in those social strata which have traditionally 
placed high value on education. 

. - . ^ 
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The pressure exerted by changes in the economy on the education 
system and the ensuing need for educational planning and rationali- 
sation would seem, in the long run, conducive to innovation, in that 
analyses of the effectiveness of the education system bring institu- 
tional barriers to light and thus prepare the ground for the testing 
of alternative models. And here the motive of international competi- 
tiveness ultimately makes itself felt (49). However problematic global 
- and mainly quantitative - comparisons between the effectiveness of 
different education systems may be, they have nevertheless shown that 
the Federal* Republic, though one of the largest industrial nations in 
the world, shows up poorly in international comparisons of expenditure 
on education as a proportion of gross national product, in comparisons 
of school attendance figures and of output of highly skilled manpower, 



Apart from the economic aspect of the schools' lack of modernity, 
the demand for equality of opportunity has been an even more important 
driving force for innovation. For a long time it was thought that to 
select on the basis of an attainment test and to provide financial 
subsidies constituted democratic practice, but finally even the some- 
what belated German investigations into the social determinants of 
ability, school performance and success, as well as into the social 
discrimination produced by a vertical structure with its early selec- 
tion, have revealed how undemocratic such social selection is* Selec- 
tion on the basis of attainment emerges as strata-specific selection, 
not just problematic at the point of transfer from primary to differ- 
entiated secondary schools, as, by and large, was first thought to be 
the case (hence the introduction of the transitional stage in an attempt 
to reduce its impact). Social selection, on the contrary, extends 
through all stages of the education process from the moment the child 
is accepted as fit to enter primary school, through transfer to second- 
ary school, and the completion of the course there, to university 
entrance. To make similar intellectual and theoretical demands of all 
pupils further tends to intensify social selection in that thoiight and 
achievement patterns typical of middle class socialization become a 
general precondition of successful school performance. Hence the prob- 
lem is less one of experimenting to develop reliable selection proce- 
dures and trying to mobilize manifest reserves of able children, and 
more one of finding institutional measures to promote motivation, verbal 
skills and powers of analytical thought, instead of taking them for 
granted, and to compensate for any backwardness in development and 
attainment, instead of trying to apply negative sanctions in the form 
of selection. 

The early separation of pupils into relatively homogeneous social 
groups allocated to the different types of secondary school is also 
being more and more questioned on wider social and political grounds. 
Even if the hierarchical school system reflects, rather than creates, 
the hierarchical structure of society, it nevertheless accentuates 
social inequality, and above all the social distance between strata, 
by the mechanism of self-recruitment of social strata through school 
education. Motivational studies into working-class parents* desire 
for school education for their children have revealed a dichotomous 
and affective picture, which seems to reflect the social consciousness 
of workers in general: the university is seen as a foreign world 
peopled by '•them'' and "rich people**, which one cannot enter oneself 
where, if one could, one would not survive (50). So for such reasons, 
too, a uniform school organization is advocated to provide an area of 
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common experience for all social classes • 

The debate on how to mobilize hitherto underprivileged groups 
ultimately drew attention to the wider question of how to foster talent 
in the present school system. Stimulated by the first results of ex- 
periments in this field and by relevant experience and thinking abroad, 
by investigations into the failure of certain pupils to qualify for 
promotion to the next higher class, by the attention which foreign 
research into ability is beginning to receive, there is growing doubt 
as to the efficiency of the present school system. For, despite all 
sorts of differentiation, this is still based on a division into rela- 
tively rigid types of school, and a system within the school based 
inflexibly on the pupil's year of intake and offering a standard sylla- 
bus equally binding for all. It thus hardly permits individual and 
partial lack of achievement, or special abilities, to be catered for. 
Such considerations as these have contributed to the conception of the 
school as a differentiated institution in which individualized and 
compensatory instruction afford maximum support to each pupil. Here, 
the economic arguments for the mobilization of children's talent co- 
incide with arguments for measures to reduce inequality of opportunity. 
The motives - outlined above - which lie behind demands for better 
education for all, more efficient organization of schools and equality 
of opportunity, are leading to structural, curricular and technological 
innovations in the school system. The structural changes are mainly to 
do with pre-8Chool education, measures to achieve greater differenti- 
ation, the transition from primary to secondary school and the intro- 
duction of a uniform but flexible system of comprehensive and full-day 
schools. The policy debate concentrated originally on organizational 
changes,' but it has become clear from the incipient planning of compre- 
hensive schools, if not earlier, that changes in the social and peda- 
gogic functions of the school essentially depend on changes in course 
content. In other words, what is needed is a systematic development 
of curricula, evolved with the aid of the social sciences and amenable 
to rational analysis. Such curricula would be oriented to the sociali- 
sing function of the school. Their efficacy must be subject to exami- 
nation and revision (51). 

The traditional pattern of curriculum development by the ministries 
of culture seems outdated. Groups of school administration officials 
and specialists have hitherto worked out guideliTfes for the syllabus, 
closely adhering to traditional school subjects and influenced in 
varying degrees by the demands of teacher associations for the specific 
subject and on the basis of unsubstantiated assumptions about the 
educative content of the various subjects and their transfer effect. 
The need for achieving learning goals calls for more rational proce- 
dures of curriculum revision. These, by bringing decision processes 
to light, will ease such revision. Equally necessary are new forms of 
co-operation to motivate participant groups - in this case particularly 
teachers - to want innovation instead of crippling them by official 
decrees . 

Curricular changes present the most urgent and difficult problem: 
earlier neglect of this sphere places current school experiments under 
additional pressure for completion. Furthermore, curriculum research, 
the youngest branch of educational research, is still in its early 
stages. The modS proposed by the Council for Education - in connec- 
tion with its comprehensive school " recommendation? - for a pragmatic 
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revision of syllabuses (52) involves co-operation between teachers, 
specialists, administrators and representatives from outside the school 
system, and contacts between the schools and between the ministries of 
culture and the Conference of Ministers of Culture. It affords a 
workable compromise, providing the minim\xm co-ordination necessary, 
yet leaving enough elbow room for a whole range of innovations. 
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CHAPTER IV 



EXAMPLES OF INNOVATIONS 

The innovations dealt with in this survey have been selected to 
cover both the types of innovation in progress and the federal states 
or regions concerned. An effort has been made to select developments 
likely to be of increasing importance and to describe the circumstances 
and teething problems involved in most innovation, 

!♦ Organizational Innovations 

School transition experiments ; Among the earliest attempts - 
indeed for a long time the only attempt - to modify the premature and 
rigid divisions between types of secondary school was the planning and 
introduction of a gradual transition from primary to secondary school. 
Such institutions as have been evolved for this purpose will be refer- 
red to in the rest of this report as the 'orientation stage* (Forder- 
stufe), though their actual title varies from state to state. 

The first experiments to change transfer procedures between pri- 
mary school and the various secondary schools were started in 1948 in 
Lower Saxony as part of the post-war school development plans (53). 
In 1951, there were seven such experimental schools in 1962, sixteen. 
The so-called differentiated middle stage extended from the 5th to the 
8th school year, and in it all the pupils, who would otherwise have 
moved on to the various types of secondary school, were taught in a 
combination of core subjects and courses in which there was increasing 
differentiation* The motives behind it were to increase social educa- 
tion, to raise standards of achievement at the upper end of the primary 
school (i.e. the modern Hauptschule ) and above all to adopt a more 
reliable selection process for transition to secondary school. These 
projects wexe the first to be submitted to systematic verification. 
They stemmed from the initiative of school and university teachers and 
had the firm support of the ' Deutscher Ausschuss ' and the College for 
International Research into Pedagogics in Frankfurt. Interest was 
shown by the Lower Saxony ministry of culture, though the latter' s 
support for the accompanying studies was only moderate. The fitst 
research reports on the project were published in 1963. They confirmed 
its success, particularly in providing a more reliable selection pro- 
cedure and in that pupils' performance was on the whole better than 
that of children in the ' Hauptschule * , without any deterioration in 
achievement of the more 'gifted' pupils being discernible. The results 
of this project caused a considel*able stir in other federal states too. 
The ' Deutscher Ausschuss ' had in fact considered a recommendation along 
these lines before eventually deciding to limit its transitional stage 
of schooling to two years. But the experiments were stopped in 1964, 
mainly because of pressure from the professional associations which 
supported the autonomy of the different existing types of school, and 
as a result of the KMK's inclination to support moves towards uiiiform- 
ity, as it had done in the 1964 Hamburg Agreement. 
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This historical digression affords an^ example of the difficulties 
that even demonstrably successful experiments have hitherto had to face. 
School experiments have, for instance, to receive prior official sanc- 
tion, and can thus be curtailed even despite the express wishes of 
parents and teachers, a state of affairs not exactly conducive to 
initiative on the part of teachers and schools. Often, the existing 
educational structures and the way, they are supported by the various 
teacher organizations - themselves divided according to status diffe- 
r'ences - still prove to be rigid, and this is true, too, of prevailltig 
educational and social norms. So, despite glaring deficiencies in the 
school system and the availability of tested alternatives, they hardly 
allow improvement even of the sort that their participants themselves 
want , 

Further experiments with the transitional stage were started after 
recommendations by the ' Deutscher Auaschuss ' in 1959 and 1962 that the 
transitional stage should last for two years, following four years of 
primary school, and that -it should be for all pupils. It was to pro- 
vide more reliable and equitable selection, help discover late develo- 
pers and stimulate weaker pupils by putting them in the same classes 
as stronger ones. 

4 

Hesse has gone furthest in implementing these recommendations. 
It has had experiments in a similar vein since 1955. From i960 on- 
wards, at the instigation of its ministry of culture, special transi- 
tional stages have been introduced in the state schools and guidelines 
worked out for them. In 1965, such experiments existed in 37 schools; 
they involved 6.7^ of all pupils i^: the 5th and 6th school year. By 
1968 they covered 84 schools with about 159^ of all pupils in the 5th 
and 6th year. In 1969, a new school law was passed there decreeing the 
universal introduction of the transitional stage. The transitional 
stage is part of the primary school, but has teachers from all * three 
types of secondary school. In other federal states, the introduction 
of this kind of transitional stage is limited to isolated experiments 
in only a few schools. Wherever the transitional stage has been intro- 
duced on a larger scale or even made standard practice, it has been in 
a heavily modified form, which again departs from the original goal of 
educating and bringing on all pupils together. Instead, the two year 
transitional period (in Lower Saxony and in North Rhine-Westphalia 
since 1965; in Bavaria it is planned) takes place in the respective 
types of secondary school or solely in the grammar school, as, for 
example, in Hamburg (54). 

To incorporate the transitional stage in the different types of 
secondary school is a typical example of partial implementation of 
innovations without corresponding alteration of the existing school 
system. The development and testing of a differential solution to the 
transitional stage problem is thereby prevented and delayed, although 
research into the experiments in Hesse have shown that not even its 
more ambitious concept of a common programme for all in the transi- 
tional stage, with its present curriculum based on communal courses 
and setting, can achieve the individual education and support for the 
pupil which is desired. 

Empirical studies commissioned by the Hesse ministry of culture 
at 6 schools which have the transitional stage, have shown that, in 
general, more accurate selection is achieved and that this objective 
is fostered by the organizational structure of the school (55). The 
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proportion of pupils moving on to grammar school and secondary modern 
school has risen by 12^, of which the main rise (10%) was to the secon- 
dary modem school. This increase was amongst children of professional 
groups, but mainly amongst children of lower and middle-grade civil 
servants and of skilled workers. The transitional stage has thus pre- 
dominantly affected the middle class, whose educational aspirations ere 
in any case rising, while - apart from the skilled workers - it has 
hardly drawn at all on the untapped resources of the least education- 
ally-minded group, the working class. The rise in the proportion of 
children from social strata traditionally providing the highest pro- 
portion of secondary school pupils is striking. The proportion coming 
from higher socio-economic groups rose from 82% to 90%. 

This study shows the problems of an isolated measure such as the 
transitional stage, and more generally of equalizing educational oppor- 
tunity by merely providing educational institutions - problems equally 
relevant for the organization of comprehensive schools. The rigid 
division between types of courses and the ensuing importance of eelect- 
tion in the first instance merely create an organizational problem 
which can be solved with comparative ease. Instead of the common 
couroes embracing a number of subjects, which used to b:-- the rule in 
Hesse, subject courses are now being introduced. To ease the transi- 
tion from one course to the next, the Hesse ministry of culture has 
ordered the introduction of *lift courses'. 

More important than any possible structural consequences is, how- 
ever, the approach to the task of fostering ability, for this ultimate- 
ly determines the scope for innovation. Even among the teacheM in 
these experimental schools, the opinion still prevails that fostering 
talent consists of measuring the child's level of performance and plac- 
ing him in appropriate courses (56). Here, the underlying attitude 
that ability is a fixed quantitv but merely latent, and that it only 
needs to be assessed by more objective measures of performance, impedes 
an organization in which learning potential could be created rather 
than assumed. In view of this, the isolated introduction of a transi- 
tional stage for pupils between the age of 10 and 12 promises only 
crude improvements. For this reason, too, the transitional stage has 
meanwhile receded somewhat into the background of Hesse's educational 
planning: it is now intended as a transitional stage leading to diffe- 
rentiated comprehensive schools, while the fostering of ability has 
become very much a function of the primary school and pre-school classes, 
where compensatory measures can be much more effective (57). 

Comprehensive Schools ; Experiments which bring the three tradi- 
tional types of secondary school under one roof are a relatively recent 
phenomenon in the Federal Republic. It had, however, forerunners in 
the Berlin 'unitary school' (the ^ Einheitsschule ' ) between 1948 and 
1951, which provided the initial 8 years of schooling, and in Lower 
Saxony ^s experiments with a differentiated middle school; it is found, 
though in a weaker form, even in the idea of the transitional stage. 
The principle behind the comprehensive school is to educate children in 
a differentiated system of courses, which only at a late stage lead to 
a choice between different specializations in the overall type of edu~ 
cation the child is to have. The stress is on individual needs and the 
fostering of talents, remedial education, and compensatory education 
for socially underprivileged children. 

There were isolated cases of p^mjrehensive and quasi-comprehensive 
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school, partly in private schools (e.g. the Odenwald school) and partly 
in the state system, before the early I960*s, when the idea was again 
brought into discussions on educational reform- Sin e 1965^^J,thas 
been an increasingly common feature of plans and experiment s.^^Blite^^ 
I96l, there has been a comprehensive school (the Fritz Karsen School) 
in Berlin, in which 6 years of primary school are followed by two years 
of differentiated middle school with course and core teaching, and only 
then is there division into main types of syllabus leading to different 
kinds of qualification. Since i960, there has also been a German- 
American school in Berlin, the John F. Kennedy School, which is a 
differentiated comprehensive school. In Hamburg, there are two similar 
experi ents dating from 19^4 and i960. In Hesse, experiments along the 
same lines were started in 1954; in these, the introduction of transi- 
tional and observation stages postpones structural division into types 
of secondary education by at least two years, and the ensuing kinds of 
secondary education are at least organized as a unit within a common 
education policy (Schuldorf Bergstrasse since 1954, and the comprehen- 
sive schools Kirchhain from 1957, Wolfshagen from 1958 and Frankfurt- 
Nordweststadt from 1963) (58), 

These early experiments made only a slight impact, though, on the 
public debate on education. They were, after all, purely local, were 
hardly intended as test-beds for changes in t^e state system, and - in 
so far as they involved private schools - were in any case isolated 
from the state system. The real impulse to try out similar kinds of 
school again came only via the international debate on them and the 
trend to go comprehensive in other West European countries with similar 
vertically structured school systems; the Swedish example was particu- 
larly influential. Any departures at home were, and to a large extent 
still are, a matter of personal initiative. In the early I960's it was 
above all the Social Democrat Senator in charge of school education in 
Berlin, Carl-Heinz Evers, who tried to get the comprehensive school 
accepted by political parties and the public as more than merely a 
local solution. At first he had little support even in his pwn party. 
Since 1962, he has had four comprehensive schools planned in Berlin (59). 
Only since 1964 have such proposals met with public approval. The SPD 
brought the incorporation of the different types of school into one 
organizational unit into its official education policy (60) and the KMK 
expressed similar views in its 'Berlin declaration' of 1964 (6l). So 
far, however, only Socialist-run Hesse, in its school statute of 1969, 
has committed itself by legislation to development along comprehensive 
lines (62). In the other federal states, comprehensive schools havft 
for the time being merely the status of experimental school, at best 
indicative of possible future developments. The uncertainty as to 
future developments and the fact that the older comprehensives have not 
been sub;)ected to proper experimental testing, while more recent ones 
are as yet only on the planning board or in their initial phase, hardly 
permit any assessment of the effects of such structural reforms and 
hence their implications for further innovations. The intention here 
is mdre to discuss problems whose relevance for innovational processes 
is already becoming apparent. In 1965, there were 14 schools in the 
Federal Republic which, in varying degrees, combined all the different 
types of schooling. Of these, 8 could be strictly described as compre- 
hensives in that they provided differentiated types of schooling at 
least in the middle school, i,e. from the 5th to the 6th or 8th school 
year. The remainder merely combined several or all the main types of 
school under one roof, for example the Bremerhaven combined schools, 
which were introduced by legislation in 1949 as the standard type of 
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post-elementary school (65). More recently, there has been much more 
rapid development towards comprehensive education in the federal states. 

The first states to plan and support comprehensive education were 
Berlin, Hamburg, Hesse and North Rhine-Westphalia - all except North 
Rhine-Westphalia traditic.ia lly Social Democrat areas with a relatively 
well-established tradition of reform. 

By no^y comprehensive and quasi-comprehensive schools are being 
planned in almost all the federal states, especially since the KMK's 
approval of the Council for Education's recommendation that 40 compre- 
hensive schools be set up on an experimental basis. An exact idea of 
the number of comprehensive schools in existence is made difficult by 
differences in their nomenclature and by their relatively rapid develop- 
ment. In 1968-69, there were 2 integrated comprehensive schools (in 
existence or planned) in Baden-Wurtemberg, 6 in Berlin, 1 in Bremen, 
2 in Hamburg, 6 in Hesse, and 3 (with 20 planned for the period to 
1971) in North Rhine-Westphalia (64). The remainder are mostly mere 
school centres in which several types of school are brought into a 
single administrative unit, but with the traditional structure of the 
schools remaining unaltered. Some of these school centres have been 
planned as an interim step cowards comprehensive education, as is the 
case in North Rhine-Westphalia, or in Hesse, where school centres have 
been located mainly in rural areas as part of a scheme to extend the 
network of secondary schools. The development of these types of school 
and of the integrated comprehensive schools is often a feature of new 
conurbations and dormitory suburbs (as in Berlin and Frankfurt)^. New 
towns, with their still relatively fluid populations, are provixig 
especially open to experiments, for here innovations clash least with 
established kindc of school and the vested interests of pressure groups. 
Similarly, comprehensives tend to be built when sheer practical and 
financial considerations make it necessary to build new schools (cf. 
Weinheim in Baden-WUrttemberg, where in addition much was done on 
private initiative, or North Rhine-Westphalia )♦ In such cases, one 
also has a relatively flexible situation, where the retention of obso- 
lete structures would be extremely expensive, or could be achieved only 
by equipping the schools inadequately. The initiative behind the intro- 
duction of comprehensive schools usxaally comes from the local community, 
except in the case of the city states and of Hesse, where the ministry 
of culture instigated their creation (65). In some federal states, 
many more applications for permission to start comprehensive projects 
have been submitted than the state is prepared to grant, partly because 
any hasty development without adequate preparation is seen as endanger- 
ing the very future of comprehensive education, and partly from concern 
at the 'unrest' that a large number, of experiments might entail. 
Political allegiance is not such a key factor in these decisions as it 
used to be only a few years ago. In 1959, for example, bishops and 
Catholic teacher associations vehemently rejected even the moderate 
proposals of the ' Deutscher Ausschuss ' , while today there is a compre- 
hensive school being started on local Catholic initiative. This does 
not mean to say that the shortcomings of conservative school policy are 
not becoming evident in so^c federal states. In Hesse, the development 
of comprehensive schools has been made easier by the early creation of 
a network of rural school centres and by the public's support for better 
education. In Bavaria, however, even raising the school age to 16 and 
introducing a foreign language in the primary school creates consider- 
able problems, as there is neither the money nor the staff, nor is the 
mainly rural population interested in obtaining better education. 
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Despite the unmistakable change in school policy, the importance 
of new school projects should not be exaggerated. Centralized schools 
outnumber integrated onea and the orientation stage has less often been 
implemented in full than introduced in a modified form of improved 
selection* The conflict between selection and orientation is also 
reflected in the internal organization of the comprehensive school. 
Existing plans for comprehensives are predominantly based on setting 
within subjects, which threatens to fix the child prematurely at his 
current level of attainment, thus aggravating existing ineqiialities of 
opportunity. Although equality of oppo-^tunity is one of the chief 
goals put forward for comprehensive schools, their hastened introduc- 
tion has been motivated largely by the desire to optimise performance, 
a function which the traditional school system has manifestly failed 
to fulfil (66). Here one sees that to achieve the original pedagogic 
and social objectives of the comprehensive school, much more than 
simply local innovations within the school are required. What parents, 
teachers, and above all future employers in the civil service, industry 
and university expect of the school is traditional leaving examinations 
and this impedes projects whose results cannot simply be measured by 
such criteria. The need to prove to their critics that comprehensives 
can produce results no worse than the vertical school system, as measu- 
red by exam results, fosters the survival of the established types of 
schooling. This reflects the absence of prior research into and plan- 
ning of curricula, work which at the moment has to be done by the teach- 
ers themselves. They, however, have been trained only for the tradi- 
tional types of school. They are thus inevitably ill-equipped to take 
on the novel and complex work involved in producing new learning goals, 
curricula and testing procedures. 

In Berlin, comprehensive school projects illustrate both the diffi- 
culties and potential of the system (67). The circumstances under which 
they were started were relatively favourable: a liberal senator was in 
charge of secondary school education, there was a group - at first ad- 
mittedly somewhat small - of progressive teachers, and a so-called 
•Pedagogic Centre' opened in 1965 to carry out educational research. 
It nevertheless soon became clear th^^t to plan, implement and complete 
experimental projects such as this called for entirely novel forms of 
cc-operation between politicians, civil servants, experts in various 
fields, and teachers, if such people were to serve as a base for wider- 
ranging decisions on educational reform. For example, the teaching 
staff of the projected comprehensive schools had at first to do much 
of the planning and prepatory work themselves in Isolation from the 
other groups involved in planning the schools. 

With the present state of curriculum research and available curri- 
cula, of teaching methods and teaching aids, and with teacher training 
run on a hierarchical basis, the main problem is that corresponding 
organizational distinctions have for the moment to be made within the 
comprehensive schools • At the same time more flexible planning models, 
open to trial and modification, are needed if the existing structural 
divisions within the school system are not to be reintroduced by ana- 
logous distinctions within the individual -school (68). The planning 
•and trial stages in these projects tend at the moment to be relatively 
isolated from each other so that those concerned are not equally aware 
of the problems involved, which makes mutual stimulation and correction 
more difficult. Even the comprehensives within the same federal state 
are competing against each other, and attempts to co-ordinate and plan 
comprehensives on a supra-regional level have so far failed. Here, 
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too, private Initiative has made itself felt. In early 1969 a 'Society 
for Comprehensive Schools' (the ' GemeinnQtzige Gesellschaft Gesamtschule 
e.V . ' ) was set up with the object of promoting new C9mprehen8ive schools 
and fostering co-operation between existing ones. The recently accepted 
experimental programme of the Council for Education should also contri- 
bute towards better co-operation and communication. 

The difficulties outlined above show how the status of experiments 
required to justify themselves can, in the absence of any central edu- 
cation policy, foster innovations, but equally how it impedes such inno- 
vation. 

Differentiation in the Sixth Form ; In a horizontally structured 
school system, another way of combining the individual opportunity 
permitted by an undivided school system with preparation for speciali- 
zed professional and university courses is that proposed by Professor 
Hartmut von Hentig. He suggested the setting up of colleges (69a) 
which would replace the present sixth form of the comprehensive school 
and possibly the first one or two years of subsequent professional or 
university courses. His proposal assumes 10 years of schooling at a 
differentiated comprehensive in which the general education phase of 
the secondary school is completed. After this the pupil can opt for 
any of the colleges; only then does specialization begin. The motiva- 
tion behind this scheme derives from the problems described in the sec- 
tion on comprehensive schools, i.e. of simultaneously combining a basic 
general education, common to all,'-s^th preparation for substantially 
differing terminal qualifications, at?«OTding to the vocational goals 
and subject preferences of pupils. His proposals are also directed at 
the hitherto unsolved problem of transition from secondary school to 
employment or to university; the latter requires a degree of specializa- 
tion which the secondary school offering a general education cannot 
provide. The separation from the basic secondary school of a stage in 
which pupils are prepared for subsequent specialization is designed to 
ensure the necessary variety, otherwise attainable only in extremely 
large and centralised comprehensive schools. The scheme is intended, 
above all, to permit a freedom of choice hitherto prevented by too 
early specialization. 

One type of college von Hentig proposes is the sixth form college 
(the ' Oberstuf enkolleg * ) , whose function it is to prepare pupils over 
a period of 4 years for specialized university courses. A trial period 
is being run in connection with the new university at Bielefeld under 
von Hentig's own direction. The Council for Education, too, has taken 
up the sixth form college in its experimental programme. Sixth form 
colleges combine the last three years of secondary school with the first 
year of the university course. They are intended to enable pupils to 
choose at an early stage the subjects they want to study at university 
and at the same time to enable early revision of this choice. They 
would thus fulfil an orientation and a specialization function which in 
existing universities is left entirely to .individual choice. The orien- 
tation function would be achieved by the provision of a much wider range 
of subjects in the curriculum than is offered by the grammar schools; 
this breadth of syllabus is intended to permit the student to embark on 
the first-year course in whatever discipline he may wish. The proposal 
provides for 36 optional subjects (of which two must be chosen) and 4-5 
compulsory subjects in a college comprising 80 staff and 800 students. 
Half the staff are to be drawn from the university. The inception of 
the sixth form colleges in Bielefeld is planned in two stages, the first 
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of which is limited provisionally to about half this niimber of students, 
with a similar restriction in the nximber of subjects offered. During 
its trial stage, the college will be fully integrated into the univer-- 
sity. The plan for such colleges keeps more consistently than do exist- 
ing comprehensive projects to the assumption of an undivided secondary 
school providing the final stage of common education for all, in which 
career choice is not prejudiced by premature division into different 
types of education. Sixth form colleges could also offer one of the 
solutions being canvassed for university reform by affording a basic 
undergraduate course, while the university itself would provide only 
more advanced courses. To start trying out sixth form colleges just 
now as preparation for university education has its problems. It is 
symptomatic, though, of a preoccupation with education geared to the 
university and at the expense of other - to say the least - equally 
neglected kinds of education, for example pre-vocational education. 
The efficacy of such a college can only b"e assessed at all accurately 
when it is backed up by a minimum school-leaving age of 16. Meanwhile, 
there is a dan^?;er that the idea will be inverted and the sixth form 
colleges of this kind wil!! be established as academically oriented 
elitist schools, fulfilling a function which the grammar schools no 
longer can. It is also too early to judge how far differentiation with- 
in the preceding part of secondary education can be achieved without 
different terminal qualifications, i.e. to what extent a common termi- 
nal qualification can be introduced which affords access, not merely on 
paper but in practice, to the full range of subsequent training and 
education. 

One can, however, foresee that projects with a more or less inte- 
grated type of sixth form following on 10 years of largely uniform 
basic education will flourish. This will ease transition to the more 
academic university education and in general a co-ordinated system of 
different qualifications is to be set up for transfer to the whole range 
of tertiary education and the various occupations. 

The urgency of such wide-ranging reform in the sixth form is evi- 
dent from the inadequate, purely local efforts made so far. A case in 
point is the suecialized sixth form college ( ^achoberschule ) set up in 
1968 under an agreement between the government and the federal states. 
This college caters for the 11th and 12th school grades and allows 
pupils to concentrate on specific areas of study, e.g. engineering and 
business, and leads to one type of qualification for admission to high 
school, the so-called ' Fachschulreife ' , which gains the student admis- 
sion to a technical high school 169b). This supplements the traditional 
routes to technical high school via the secondary modern school with a 
period of oractical experience or via the upper elementary school, an 
apprenticeship and a vocational training college, so that there is now , 
a' wide range of alternatives. Some school leavers from the upper ele- 
mentary school can now complete a tenth year of schooling and go straight 
on to a technical high school. A partial reform such as this shows 
how joint measures can be carried out in the school system as it stands, 
despite 'cultural federalism'. In this case they were the result, 
though, of considerable pressure by students and staff in the engineer- 
ing colleges and advanced technical colleges to raise the quality and 
status of this sector of education. The proposed classification of 
technical staff put forward by the EEC Commission did not, for example, 
recognise graduates of German engineering schools as engineers, as 12 
years at school and completion of a 4-year-course in engineering at 
university level were required, and the length and status of the course 
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in Germany did not meet these requirements. The new arrangement bet- 
ween the federal states is, however, symptomatic of previous school 
policy in that new needs are^ answered by the creation of yet further 
types of school rather than by more thorough-going reform. Instead of 
adding yet another variant to the existing multiplicity of schools, the 
co-ordination and phasing out of courses already being offered might 
have been tackled more systematically. 

The former Berlin Senator for Education, C,H. Evers, has put for- 
ward a scheme for a 'New Grammar School' which starts from a similar 
point of departure. The school would follow on 10 years of compulsory 
education and would cater for the two subsequent years, i.e. for all 
17 to 18-year-old pupils. The 'New Grammar School' would comprise 
three equivalent organizational variants: firstly, non-vocational and 
vocational courses in a programme of full-time education; secondly, 
half- in-school education, half on-site vocational training; thirdly, 
one-third in-school education and two-thirds on-site vocational train- 
ing (70 )» There would be a variety of compulsory subjects for all 
pupils, whether fmll or part-time, which would be taught in undiffer- 
entiated classes. In addition, there would be a wide range of special 
subjects and combinations of subjects with corresponding terminal quali- 
fications. Theoretically, such a scheme would permit pupils to attain 
both their first vocational qualifications and academic ones - either 
as alternatives or simultaneously. The pupil would be able to choose 
a career and the education he wishes later than has hitherto been the 
case, and would have a chance to revise his decision. 

A move in this direction is indicated by the recommendations by 
the Council for Education for reshaping the secondary school system 
with a Secondary Stage I, extending to the 10th year at school, and a 
differentiated Secondary Stage II, leading to the Abitur II and to 
initial career qualifications. With these proposals, both the academi- 
cally oriented sixth form would be further differentiated, and the pre- 
sent tangle of vocational and non-vocational schooling incorporated in 
an ordered system as part of the restructuring of the sixth form (70). 
In view of the sharp division there has been between vocational and non- 
vocational education and the continuing absence of courses suitable for 
an integrated school offering the pupil a variety of options, intensive 
research and trials are needed if a project of this sort is not to re- 
sult in a merely nominal combination of various types of school. 

To judge from similar experiences in other countries, it seems 
doubtful to what extent the various types of institution proposed, with 
their different types of course, can actually be set up with "equiva- 
lent" status. 

The number uf changes in the whole education system that such pro- 
jects demand explain why, initially,' as in Bielefeld, there is a tend- 
ency to concentrate on the academic sixth form, especially as the fail- 
ure to carry out university reforms over the last few decades has made 
a revision of university admissions procedure overdue. 

There are plans for the first step towards a partial integration 
of vocational and non-vocational education in the sixth form in North 
Rhine-Westphalia. Thirty sixth-form colleges are to be set up there by 
1975, combining the academic sixth form, the new technical sixth form, 
the 'alternative route' ( zweiter Bildungsweg ) , the special institutes 
for obtaining university entrance qualifications, and evening school. 
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The mere existence of such plans suggests that the idea of a compre- 
hensive, highly differentiated sixth form, no longer solely oriented , 
to the university, is gradually gaining ground. 

Pre-school Education ; Problems of pre-school education are among 
the topics that have featured prominently in the debate on school re- 
form in recent years. Some three main approaches are evident. The 
first involves a gradual transition from family to school to reduce the 
abruptness of the jump from the family environment to the relatively 
rigid environment of the classroom. A second approach is based on re- 
cent findings in the psychology of learning, and aims at the early pro- 
vision of support for especially gifted children, mainly by writing 
and reading progra-mmes. A third approach starts from the assumption 
that attempts to compensate for relative social deprivation are more 
likely to be effective the earlier they start. 

Existing provision for the pre-school phase is largely restricted 
to kindergartens, which scarcely prepare their pupils for primary 
school, and cater for on average only 30?S of the 3-6 year-olds. There 
are also a small number of so-called school kindergartens which accept 
•educationally sub-normal' children who have reached school age. As it 
has meanwhile been pro\ed that even 'educational normality* varies with 
social class, i.e. that inequality of opportunity starts even before 
children are accepted or not into school, the last of these three 
aDproaches becomes all the more important. Attempts to introduce com- 
t>ulsory pre-school education from the age of 3 have so far failed partly 
because of the argument that it would fxirther encourage disruption of 
the family, an argument with political and economic overtones which is 
still put forward to defend vested interests. Pre-school education 
will have to be compulsory, though, if the institutions provided are 
not to be used mainly by parents traditionally well-disposed towards 
education, as opposed to those of children relatively underprivileged 
in their family environment. The most that can be expected in the 
foreseeable future is the introduction of pre-school classes for 5- 
year-olds; this has already been planned and started in Hesse, Berlin 
and Lower Saxony. There are as yet no plans for the general intro- 
duction of pre-school classes in the Federal Republic, though the 
possibility is being discussed. 

Hesse was the first state in the Federal Republic to start syste- 
matic trials with ore-school classes. In 1970, there were 90 pre- 
school classes in the state with 1,371 pupils. As part of the prepara- 
tions for the new Schools Act, passed in early 1969, experimental 
schools with an intake of five-year-olds were made a key element in the 
overall plan for reform (71). For the moment these pre-school classes 
are on trial and are voluntary for both the parents and schools con- 
cerned but an effort was made to appeal also to parents with children 
in special need of compensatory education. The aims of the projects 
are to develop methods of providing compensatory education for socially 
vinderprivileged children, to try out flexible forms of school entrance 
and curricular differentiation potentially appropriate to later compre- 
hensive school work. By way of preparation, seminars for teachers were 
organized and, above all, French and English experience (with the gcoles 
Mfttemelles and Infant School) drawn on. A teacher and a trained 
kindergarten worker were together responsible for each pre-school class. 
This staffing combination is also being discussed and meeting with 
praise elsewhere, but it frequently leads to difficulties in that two 
different ministries are responsible. Kindergartens come as a rule 
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under the aegis of the ministry of social welfare, so that here again 
one sees the need for a reorganization of the administration of educa- 
tion. A combination of playing and learning is used (for example 
learning to read, where the child wishes it) to some extent with the 
help of teaching machines, in an attempt to prepare the child gradually 
for school. The experiments with early ad'^ission to school are being 
kept under review by the German Institute for International Pedagogic 
Research in Frankfurt. 

Individual projects have also been started in various places else- 
where in the Federal Republic (in Hannover, Munich, Giessen and Duis- 
burg) on the initiative of educationalists, psychologists and school 
administrators ^ in most cases they involve trying to teach reading and 
writing to 3-5 year-olds. These projects are mainly directed at ex- 
ploiting children's intellectual capacity early on; they aim to show 
that flexible school entrance is necessary and would be beneficial for 
the progress of early developers. The corresponding reading programmes 
developed by Professor W. Correll of Giessen and H.R. Llickert of Munich 
based cn American programmes and experiments, are among the most well- 
known (72). 

A more extensive pre-school prograimne is being conducted by the 
John F. Kennedy School in Berlin. The speqial status of this school as 
a German-American comprehensive provided conditions not afforded to the 
same extent elsewhere. A recent publication about the programme, pro- 
duced on private initiative, has made the experience gained accessible 
to a wider public (73). By contrast with the otherwise prevalent limi- 
tation to reading and writing, this is a flexible programme ranging 
from *playway* experience of social interaction to an introduction, 
also by means of games, to scientific and mathematical concepts. The 
lively echo that this excellently illustrated report has found in the 
Federal Republic should also have an impact on pre-school education. 

A major difficulty in the systematic planning and organization of 
pre-school institutions is the lack of^ basic research into environment- 
al effects on the development of young children and into the mechanisms 
of social deprivation. Compensatory education can thus for the moment 
be littife^ more than trial and error.' In fact, discussion as to what 
should be understood by compensatory education has only just begun. 
Unreflected orientation to middle-class behaviour and norms is seen by 
left-wing groups as increasingly problematic; on the other hand, there 
is a lack of detailed alternatives which are not merely confined to see 
ing the intellectual headstart of middle-class children eradicated. 

2. The Development of New Curricula 

With the creation of new kinds of school, particularly comprehen- 
sives, which essentially aim to give school education a new meaning, it 
finally became clear that a central aspect of educational planning, 
namely curriculum development and corresponding research, had been 
neglected. For years, the preoccupation had been with structural pro- 
blems: into the I960*s the main debate was, for example, over denomi- 
national schools and rural school centres, then came the controversy 
over divided secondary education and comprehensives. Hence, the .need 
to adapt curricula to changed circumstances was ignored; there was 
talk rather than action. The planning of comprehensive schools con- 
firmed what a few educationalists (74) had been stressing for years and 
what has since emerged as the main requirement in all kinds of educatio 
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that existing plans for reform - they are mainly quantitative, concerned 
merely with teaching techniques or politically motivated - remain inade- 
quate without thorotigh revision of educational objectives and course 
contents. 

In specific terms of planning comprehensives , this again means 
that the length of common education, the nature and timing of differ- 
entiation within (the school, and the arrangement of terminal qualifi- 
cations cannot be! decided by purely administrative considerations. The 
question of the ofptimal grouping of pupils - whether by setting or not 
and in what subjects - which has also cropped up in the Federal Repub- 
lic, cannot be answered until learning goals suitable for all pupils 
have been determined. The dilemma is most apparent in the subtle orga- 
nizational variations in comprehensive schools, which are mostly just 
modifications of the existing curricula found in the tripartite system 
- although these have been recognised as being outdated not only in 
being tripartite but in their course contents. 

The idea of some kind of 'popular' education for the broad mass of 
pupils, which for decades dominated the primary school^ has finally 
been discredited. But it is still not clear what the widespread demand 
for 'raising the general level of education' might mean in terms of 
concrete learning goals and course contents. The traditional orienta- 
tion of grammar schools towards subsequent^ university education has 
become equally suspect, both as to its efficiency and because of its 
exclusiveness. In addition, there is confusion over what precisely, a 
proper preparation for university should be, and what combination of 
general education and prevocational specialization is desirable. 
Answers to these Questions are a prerequisite to planned differentia- 
tion in secondary education. 

In recent years, there has been no lack of new ideas and change^ 
in teaching methods. They have, though, generally involved the mere 
transposition of course contents, the introduction of new subjects or 
fields of study (e.g. careers education) and the rethinking of indivi- 
dual^^tages in school education - in particular the final year of ele- 
mentary school - or piecemeal introduction of new educational techni- 
ques (in each case isolated measures resulting, at the most, in local 
improvements ) . 

This situation largely stems from the traditional way in which 
course contents are determined in Germany and from the corresponding 
state of research. Educational research has so far kept mainly to 
theoretical and historical analysis of syllabuses. Decisions on course 
contents and objectives were deemed not to be the subject of rational 
analysis, and their delegation to the political arena conformed with 
the traditional practice of statutorily prescribing curricula to the 
schools - or failing that, of presenting th^flf with corresponding guide- 
lines. The syllabus itself tended to be an accumulation of 'successful' 
courses and new subjects, of which the latter reflected shifts in the 
desires of established social groups: they did not emanate from con- 
sistent and substantiated decisions on wider educational priorities. 

There was no empirical curriculum research. This has begun only 
in the last few years. So far, it has consisted of methodological 
studies which have, on the whole, had hardly any effect on the every- 
day practice of curriculum development. This will be dealt with briefly 
in another section. There is, as yet, no institution exclusively 
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devoted to currictxlum research and development, a situation which 
contributes to the fragmentary nature of the work done to date; the 
projects depend on the chance interests of the research worker and the 
financial resources of the individual university department. 

The sudden moment\im which education policy has caught in the last 
3-4 years has led to discussion on school structure giving way to the 
subject of 'curriculum planning', and has drawn attention to the need 
for more extensive planning of - and expenditure on - curricula. A 
short while ago, the KMK decided to set up a federal states' curriculum 
institute, which, besides doing research, will presumably be mainly 
concerned with developing curricula. Whether this project will be 
realized, though, remains for the moment uncertain. 

It is possible that curriculum centres will also be set up in the 
individual states. This would be either in addition to or instead of 
a central institute, whose composition, approach and function is to be 
discussed by a working group on which a representative of the central 
government will be invited to serve. There are thus signs, vague 
though they may be, that the fragmentary attempts at reform we have 
seen in the past will be fused into a more marked co-operation both 
between federal states and with central government j a change long 
overdue. Similarly, it is to be hoped that curriculum research and 
curriculum planning in the Federal Republic, which by comparison with 
other countries, have been relatively late in starting, will be improved 
and speeded up as the result of international projects and experience. 
An internat'ional workshop on *The Nature of the Curriculum for the 
Eighties and Onwards' took place in the Federal Republic in July 1970 
on the initiative of the Centre for Educational Research and Innovation, 
and was attended by, amongst others, representatives of the ministries 
of culture of some of the federal states, and members of the Ministry 
of Education and Science in Bonn. It provided an initial opportunity 
for this kind of contact. 

Apart from these plans for the future, there are already various 
local projects to try out new forms of curriculum planning which depart 
from the paternalistic principle of state prescription of contents, 
and attempts are being made to achieve direct and practical co-opera- 
tion between experts, teachers and educational administrators. 

An example of such work is in Hesse, where, as part of its syste- 
matic planning of school reform, revision of curricula has been given 
a central place in the so-called internal reform gf schools. Since 
1967, Hesse has planned comprehensive schools and developed new curri- 
cula side by side. Basic principles of planning and deciding learning 
goals were evolved in the workshop conferences by representatives from 
research institutes (e.g. the Institute for Educational Research in 
Berlin and the German International Institute for Pedagogic Research 
in Frankfurt), research workers, teachers and educational administra- 
tors. The initial aim was to set up new curricula for the middle 
school, i.e. from the bth to 10th year of schooling. These curricula 
are intended both for the new comprehensives and the respective classes 
in the traditional secondary schools. They thus provide a core for the - 
reform of the entire school system. The novel element (for German 
education) in this approach is that it starts out not so much from a 
given set of cuuise contents but from learning goals which are then 
operationalized, and m the attempt to provide substantiated data on 
the resources and nnethods to be used to achieve these goals j at the 
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same time, criteria are set by which the results can be tested (75). 

Three commissions - one for languages, one for the natural scien- 
ces and one embracing the social sciences, technology, the arts and 
sport - tried to work out appropriate learning goals. Immense diffi- 
culties emerged in even such a pragmatic approach - difficulties caused 
by the lack of elementary research and workable models for policy 
formation on the one hand, and of time, on the other. To help find 
general learning goals, three possibilities were played through. 

(a) The derivation of learning goals from the kind of normative 
aim found in the constitutions and manifestos of a wide variety 
of social groups, and implicit in contemporary social science 
literature. 

(b) The analysis of field situations, an approach which the 
Institute for Educational Research has tried to develop. An 
attempt is made to determine typical social situations and 
then to ask what qualifications are required to meet them. 
From the qualifications required, appropriate course contents 
are deduced. 

(c) The analysis of teaching goals from such existing material as 
teaching plans, pedagogic literature, exam requirements, etc., 
and from criticism of prevailing curricula. 

From a theoretical point of view, it is hardly surprising -^though 
this is of small comfort to scho^ practitioners - that the three 
approaches could hardly achieve consensus from scratch over learning 
goals, or even a relatively clear initial model. Probably the most . 
serious problems are that of finding evaluation criteria, especially if 
the pupil ^s emancipation is to be paramount, and that of ascertaining 
instrumental ambivalence in course contents. The thoroughly different 
normative assumotions covered by the first approach cannot unequivo- 
cably be combined. And with the field situation approach - where in 
a.-^dition one has the problem of selection - it is no straightforward 
matter to derive learning goals whose attainment offers safeguards 
against eventual abuses designed to justify the status quo . 

More important, probably, than these difficulties is the re-think- 
ing that 'such planning can stimulate amongst all who are directly or 
indirect! V involved with schools, and this is an avowed goal of the 
Kesse reform planning. The naturally assumed 'educational content* of 
certain subjects is fundamentally questioned from the vantage point of 
specific professional and life situations. The structure of the curri- 
culm is no longer determined by linear paths through the education 
system, but built up round subject areas. The current notion that the 
comprehensive school should be basically oriented towards performance 
may' at least be modified by conscious refl'pction on prevailing patterns 
of behaviour and the knowledge available, and by the applicpction of 
recent research into aptitude ana learning theory. 

Such a model for co-operation over curriculum development offers 
a realistic means of meeting the current demand for permanent reform 
with the support of the teachers themselves, especially as the mam 
problems at present do not stem solely from the lack of basic research 
but equally from the cleft in people's thinking between theory and 
practice. 
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3. Educational Technolo/yy 



Discussion and trial of new educational techniques in the Federal 
Republic really began in 1963 when a first, privately initiated sym- 
posium on teaching machines and an international conference on 'Pro- 
grammed Instruction and Teaching Machines' took place, the latter in 
Berlin (76). The fascination exerted by the new teaching media initi- 
ally extended far beyond the chance to rationalize the teaching process. 
People hoped machines, language laboratories and educational television 
would present a solution to virtually all problems from the teacher 
shortage to personalization of the learning situation, Tiom a more just 
assessment of attainment to a ^teaching atmosphere free of tensions 
between teacher and pupils. The critics of this new approach, im-ported 
from America, protested at first all the more vehemently against its 
•depersonalization* of teaching. 

fhe j^irgument has meanwhile subsided, not least because of the 
sobering realization that the most practical teaching raachineo are 
worthless without appropriate teaching programmes, and that the creation 
of programmes, with the necessary definition of learning goals, resur- 
rects the whole dilemma of curriculum plannirlg.. 

There is hardly any serious discussion these days as to the uge of 
and necessity for more rational procedures in structuring and testing 
the learning process. At present, the use of these materials and media 
in the schools is but slight compared with their use in industrial 
training centres (e.g. by LBM). 

I 

The existing programmes for non-vocational schools consist mainly 
of introductory reading programmes, mathematics and the natural sciences. 
At first, th^y were chiefly used as crash courses or supplementary 
material, to compensate for the bottle-necks caused by the teacher 
shortage in these subjects (77). Their use in pre-school projects has 
already been indicated. Special programmes on the theory of aggregates 
are in demand, for in some schools and federal states the conversion 
to modern mathematics teaching brought to light the inadequate training 
of teachers. Here some school administrations, sucn as that in Hamburg, 
have taken the initiative in introducing instructional programmes in 
schools and for teachers' refresher courses. Similar plans have been 
aired in Berlin. Questionnaires sponsored by the ministries of culture 
in Baden-Wurttemberg and Bavaria on the use of instructional programmes 
in the classroom showed a relatively high percentage of schools working 
with such media. Most were used, though to produce mere fragments of 
instructional programmes either for crash courses or for the sporadic 
use of ready-made programmes (7B). 

In 1967, in Baden-Wurttemberg, the grammar schools led the field 
with l6fo using instructional programmes. In Bavarift , the majority of 
grammar schools already use teaching programmes, mainly for mathematics 
and Latin. In North Rhin^^-Westphalia there were 160 schools in 1969 
using programmed instruction in a wide range of subjects. According to 
a survey made by the Association for the Promotion of Cybernetics in 
Research and Teaching and the Pedagogic High School in Berlin, about 
25^ of all grammar schools and 12^J of all upper elementary schools in 
the Federal Republic and West Berlin are currently using teaching pro- 
grarruTies, most of them in book form. The most common are mathematics 
progranmes, followed by language programmes. 
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The most common use of instructional programmes is as purveyors of 
information. Their use as a direct teaching instrument, i.e. m the 
combined task of testing the initial behaviour of the pupil by present- 
ing subject matter and evaluating the learning process, is admittedly 
being tried out in many individual schools, but for the time being such 
efforts are limited by the Inck of adequate analysis of learning goals 
and pupil behaviour. Relevant work is bei ig planned by K.H. Flechsig 
at the University of Constance, Using criteria referenced tests based 
on the work of K. Glaser at the Learning Research and Development 
Center in Pittsburgh* 

Publishing houses, especially the large school publishers, have so 
far played an important role in initiating programmes. The available 
textbooks, undifferentiated and catering for specific types of school, 
had been increasingly criticised and were already being frequently 
replaced by home-made teaching material. The publishers' supply of 
programTies was not at first in response to any express need on the part 
of schools or ministries of culture; this simply did not exist, partly 
because of the lack of provision in the educati^ ^budg^t for the (costly) 
trial of translated foreign programmes the c|pation of new ones. 
The pro,,^rammes were written mainly by authors of existing school text- 
books and were untested or inadequately tested, which made their use in 
the classroom even more difficult. As there is still no definate allo- 
cation of public funds for the development of high-quality long-term 
programmes, the publishers tend to aim their programmes less at the 
schools than at the parents and teachers, so that they have at hand the 
means of providing cnildren with supplementary out-of-school instruction 
and of introducing them to new subjects. 

Apart from mathematics programmes, language laboi*atories present 
the most widespread use of the Tedia. In the theoretical discussions 
on the.^e media, the potential of language laboratories for personal 
teachin^^; is frequently pointed out, as is their suitability for com- 
pensatory education, especially in iang'uage teaching. ^ 

The use of language programmes is spreading, notably in Bavaria, 
where in 1969, on the initiative of the ministry of culture, a new 
computer unit was installed; by means of telephone and special appara- 
tus it can direct and test the work of pupils simultaneously in 30 
schools. Instead of the customary yes/no or inultirle choice answers, 
it makes po^^sibl a dialogue. A number of programmes are available - 
either normal ones or special ones for pupils whose perf :mance is 
either unusually hi.^h or low. 

Of the new -^ledia , television for schools is very^likel? io spread 
in the near future, school broadcasts on television started io play .an 
important role m the schools soon after the war. They were originally 
-a^ubstitute for textbooks which were either missing or not fit for use. 
The programmes, though relatively good in themselves, were insufficient 
and too little integrated into the teaching schedule of the schools. 
v;hat is new to3ay is the attempt to use wireless ,'^nd television strate- 
f^ically and as an integral part of the teaching programme. 

;\avaria was the first state in the P'ederal Kepublic to use tele-^ 
vision programmes continuously. In 1964, it started a scheme in which 
the mini* try of culture, local authorities and 'the Bavarian Broadcasting 
:><^rvice worked hand in hand and sliared costs. In the meantime, about 
b ^ of all schools have been equipped with receivers. The Bavarian 
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Broadcasting Service was also the first broadcasting service to provide 
a permanent and varied (programme of television for schools. In this 
case, a mediam has :eert developed so that it can support and accelerate 
the urgent and difficult work involved in extending the network of 
schools in a predominancy rural environment. 

The setting up of a so-called * tele-coile/i;e* ( Telekolle^t ) in 
Bavaria in 1967 was of major importance. It was set up on the initia- 
tive of a Bavarian television institute and its status has since been 
established by a formal agreement with the Bavarian Broadcas^.ing Ser- ' 
vice. It uses a combination of television programmes, accompanying 
material and weekly seminars organized by the ministry of culture. The 
entire teaching programme of the initial vocational training schools is 
broadcast, and with it the chance of gaining the entrance qualification 
for technical college. The fees are low. Successful participants on 
the courses (3 courses in 2^ years) receive state\ certificates. The 
tele-college was preceded by a series of studies on the career require- 
ments and interests of the population, the economic need for skilled 
manpower, the extent of existing vocational cours^^s, access to them, 
the efficacy of new media, etc. The vocational training school was 
found to be particularly suitable; it offers upper elementary school 
( * Hauptschule * ) leavers generally with two years o? vocationally orient- 
ed evening courses followed by ^ year's full-time instruction leading 
to middle-school terminal qualifications, but the opportunities it pro- 
vides are in practice limited by the sparseness of the school network 
in Bavaria (79). The tele-college has so far been limited to vocational 
education, but should, in view o'*^ its success, add momentam to the use 
of television programmes in teac Negotiations have been started 

with other federal states wishing use recordings of these programmes 
atid some agreements have already been concluded. 

Since the end of 1959, the North Rhine-Westphalia ministry of 
culture and the West German Broadcasting Service have been planning the 
use of television vith accompanying printed material. These broadcasts 
are initially intended to fill the gaps arising from teacher shortages, 
for example with the extencsion of the upper elementary school and the 
introduction of new subjects such as economics and careers education. 
The majority of schools and teacher training centres are already 
equipped with receivers. 

Early in 1970, television for schools is also to be tried out in 
Berlin. Initially, programmes made elsewhere are to be used. Again, 
the broadcasts arp mainly for new subjects or subjects where there is 
a s'^o^'t^re of teachers, e.g.^ careers education, the natural sciences, 
and possibly rolitics and sex education. 

From 1971 o^^^ards, three south German television companies are to 
produce jointly what in the first instance will be programmes for the 
new mathematics, there being an acute need for teachers of this subject 
to become better informed. The companies will be working in conjunc- 
tion witr the Institute* for Films and Pictures in Munich. 

Apart from the recent projects m Bavaria, experiments with com- 
r.^ter-assisted instruction in schools have so fp.r been conducted mainly 

Berlin, this on the initiative of the Pedagogic High School *s 
Institute for Cybernetics . These exr^eriments are, however, as yet 
fairly modest, in that the computer*s potential for providing a flexible 
system of guidance, testing and individualization of the teaching 
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process is barely being tapped. The programmes offer little more than 
technical refinement in carrying out mechanical exercises. Computer 
units are partly being used to rationalize question-setting and the 
evaluation of pupils* answers, as is being done, for example, in an 
Erlangen grammar school. In North Rhine-Westphalia, investigations in- 
to and experiments on computer-assisted programming are currently under 
way, mainly on the information flow during teaching. In some towns, 
for example Cologne, federal state institutes have already been set up 
to provide appropriate further training for teachers. The Aix-la- 
Chapelle University Institute of Education has organized a trial pro- 
gramme in thirteen towns with pupils in various types of school on the 
calculation of interest rates, with the co-operation of a large electro- 
nic engineering firm. The pupils* work was translated into computer 
language and the computer carried out assessment and analysis of their 
work, providing comparisons between results in the various classes. 
This initial project was financed bv the Federation of Savings Banks 
( Arbeit3p;emeinschaft der Sparka ssen) its continuation is stili un- 
certain, as the ministry of culture's entire budget for programmed 
instruction only amounts to roughly the cost of this project alcne. 
The limited funds currently available to the ministries of culture are, 
in fact, a main cause of the as yet but slight interest shown in using 
computer programTes tor teaching. Their potential is admittedly exag- 
gerated in view of the overcrowding of classrooms and the growing short- 
age of teachers, but there is widespread scepticism as to the advantage 
of bringing technical refinement to outdated educational structures. 
The expanse of developing programmes for differentiated and individuali- 
zed computer-controlled instruction is at the moment too great for the 
federal states' budgets, nor is industry sufficiently willing to fill 
the breach* 

Computers are, of course, being used increasingly for administra- 
tive functions, especially for compiling timetables, which increasing 
differentiation of the teaching programme has made one of the most time- 
consuming tasks confronting the teacher. A progressive education 
officer in Hannover has instigated a programme of this kind. In North 
Rhine-West phalia, the ministry of culture, the Technical Academy in 
Wuppertal and teachers have co-operated in a similar way to produce 
timetables for all the types of school; these were due to be ready in 
the autumn of 1969. They should be of special benefit to the compre- 
hensive schools, whose teachers are generally shouldering an excessive 
workload with their new roles xn organization and planning. 

Like the creation of new school structures itself, the incipient 
incursion of educational technology into the traditional single-teacher 
classroom atmosphere has shown up the limits of the previously unsyste- 
matic and unco-ordinated innovations. Further differentiation in the 
teaching process seems scarcely possible without the use of mechanical 
media for* purveying information, for teaching, testing and mathematical 
functions, but the lack of curriculum research and development at the 
moment impedes the calculated use of such teaching aids* 

The ommissions of the last 20 years mean that in virtually all 
area? the investment needed is such that it can be met.^ if at all, only 
by co-operation between all the federal states with the participation 
of the federal government* The broadcasting companies, for example, 
being public corporations, cannot simply pu' on programmes ' exclusively 
for a specifically limted public J generally, special arrangements 
have to be made with the federal states, as has happener^ in the case of 
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Bavaria. The broadcasts would urgently need some form of co-ordination 
and quality control. A suitfible body would be the KMK, which has 
already set up a committee for school television, but its position as 
a co-operative organ of the federal states gives it doubtful credenti- 
als for the job.. The need for co-operation with private publishers 
also presents <i dan^^er of monopoly and hence of jeopardizing any such 
quality control itself. 

A 'Society for the Piomotion and Application of a Scientific 
Approach to Teaching and loarning Techniques' ( Arb6itskreis zur Forde - 
run^ und Pfle^e w^ ssenschaf tlicher Methoden des Lehrens und Lernens 
e^.), founded by the Volkswagen Foundation in 1964, has so far had, 
little influence on the i^CvJiar way in which educational technology has 
developed. In 1968, a working f^arty, set up by this society, on the 
construction and testing of programmes at least published some 'Guide- 
lines for the Testing of Teaching Programmes', which were prepared with 
the help of members of the KT^K committee on schools (80). This gives 
the schools and ^'chool administrators an instrument for assessing exist- 
ing programmes,^ the producers of wnich tend to "provide inadequate 
information on 'programme contents and their structure, target population, 
test reGults,^ etc.^ 

The same society also finances larger studies on programmed instruc- 
tion. A la^'rge project is being developed on mathematics teaching for 
pupils in their seventh year at school. It is to examine problems met 
in using programme.>. instruction as an integral part of the whole teach- 
ing process. A special series of publications is to report continuously 
on research promoted by thp society. 

The cost of such developments and the co-ordination they entail 
necessitate closer co-operation between the ministries of culture, 
publishers of textbooks, research institutes, colleges of education and 
schools. An overall revision of the exam system is needed. So are 
more uniform conditions for the approval of teaching aids in the various 
federal states. There need to be government subsidies for the producers 
of teaching aids if this Sf.otor is not to be left to the commercial 
interests of private industry. Co-operative development of alternative 
programmes is necessary if the emergent awareness of the need for 
greater freedom in teaching is not in turn to f^il] victim to an exces- 
sively centrali7.ed concentration of effort dictated by shortage of 
funds. Here, too, there aie signs of progress, at least at the federal 
state level, in that Hesse is trying to find new forms of co-operation 
between producers of teaching aids and local authorities; the latter 
have hitherto been responsible for school buildings and staff, but not 
for the determination of curricula. As the initiative behind the erec-- 
tion of comprehensive schools came in the first place largely from the 
local authorities, co-operation such as this, not adhering rigidly to 
traditional areas of competence, would seem to be of major significance. 

4 . School Experiments and Educational Research 

School experiments and minor innovations have so far been accompa- 
nied only to a small extent by systematic investigation and evaluation 
(81). This is a result mainly of the limited capacity of the few and 
generally fairly recent research institutes and of the present state of 
empirical research into school education, which is only just beginning. 
Empirical social research was interrupted in 1933 and was only somewhat 
laboriously re^^umed after 1945. The traditional hostility of German 
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educational philosophy towards empirical approaches for a long time 
sheltered the school and education from rational analysis: they were 
seen as phenomena which could not be objectified (82), The reform 
plans from before I960 failed not least because pedagogic research wns 
used only marginally in their conception, and to an extent there were 
only crude data on the actual effectiveness of schools. The official 
school statistics give merely a global picture of the quantities invo- 
lved and ar6 of hardlv any use for detailed analyses. Only since the 
early I960*s have, for example, a moderate number of socio-statistical 
proi^tts been carried out, giving insights into the degree of social 
se}r^tivity in the schools, isolating strategic points in the school 
system and revealing the social mechanism behind selection. 

There is a large backlog of neglected basic research, though basic 
research can at first be used only indirectly for innovations and other- 
wise only for long-term results. In addition, accompanying research is 
impeded by the lack of a methodology. , Since, for example, objective 
testing has barely been used in schools, appropriate tools have to be 
developed for each study conducted. So do, in fact, standard observa- 
tion procedures, attitude scales, etc., a situation which impedes both 
basic research and direct studies of the school. 

According to the last survey by the 'Bureau for the Co-ordination 
of Documentation on Social Science Research' ( Koordinierun^sstelle fur 
die Dokumentation sozialwissenschaf tlicher Forschung ), at the end of 
1963^ there was a wealth of studies under way. The bulk of the projects 
relevant to school education were on the regional and social incidence 
of educational opportunity, socio-economic variations in selection 
mechanisms and the derrand for education, factors affecting school per- 
formance, achievement and non-achievenient , socialization processes 
according to social class, and curriculum research; the latter are 
largely confined, though, to studies of specific teaching methods and 
experiments, A lesser number of these current studies are control 
studies of projects in the schools, e,g. the transitional stage and 
comprehensive education. The difficulty of seeing that this research 
actually affects^ day-to-day practice in the schools arrises from their 
fragmentary nature and their being scattered over a multiplicity of 
university' departrnents , pedagogic high-schools, special institutes, etc. 
The meagre funds these establishments have, means that the studies are 
often one-man affairs of very li'Tiited scope. It has meanwhile dawned 
that educational reV^earch, like other things, costs money, but there is 
little sign that the lesson has been properly learnt, particularly at 
the universities, desoite their insistence on the unity of teaching 
and research, Research in this field, even within one university, tends 
to be unco-ordinated, the results frequently furnishing little more 
than a collection of statistical data. 

The novel term 'educational research' refers to a discipline still 
in its inffiTicy, It aims at integrating certain hitherto scattered and 
inGtitutionally divided university disciplines, such as educational^ 
ps,/cholOr;y , sociology and pedagogics, each previously concerned with 
partial aspects of education. 

Of the institutions best staffed and equipped for this new area of 
research three are noteworthy. The oldest is the German Institute for 
International Pedagogic Research in Frankfurt (DIIPF), It was founded 
in 1951 and was for a long time the only establishment of ils kind. In 
1964, it acauired the status of an inter-state research institute and 
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accordingly became financed by the federal states. From the start, its 
emphasis was on empirical res-^arch in pedagogics. But besides the 
traditional areas in this field, the legal, administrative and economic 
aspects of education were also covered. The DIIPF conducted, for 
example, studies on some of the early transitional stage projects in 
Lower Saxony and Hesse and is currently involved in the planning and 
surveillance of comprehensive experiments in Hesse, for example on 
objective measures of performance. 

In 1963, the Institute for Educational Research (If.B) (83) was 
set up in Berlin under the auspices of the Max Planck Society, an insti- 
tution independent of sponsors and government intervention, and whose 
main activity is basic research. The If.B. specializes in interdisci- 
plinary approaches to the manifold aspects of the education system and 
its future development. It dees methodological work in which special- 
ists in pedagogics, philologists, psychologists, sociologists, lawyers 
and economists also work as teams. The emphasis placed on basic re- 
search and the restriction of activities necessitated by the mass of 
work needing to be done have led to the provisional exclusion of all 
research directly oriented towards educational practice. Control 
studie3 of school projects and the development and testing of teaching 
media are, for example, not part of the current research programme. 

Finally, there is the Pedagogic Centre, also ir Berlin. Founded 
in 1965, it was originally intended to foster the application of re- 
search findings to school practice and to study the \;orking of school 
projects in Berlin, particularly of comprehensive schools. 

The central problem in integrating research and educational prac- 
tice at the moment is that the unexpected but overdue new impetus in 
education policy and the numerous innovations now starting are clashing 
with the need to remedy the backlog of basic research, statistics and 
work on survey methods that are needed. The by all means necessary 
propaganda for policy decisions in education to be based on proper re- 
search and their effects systematically tested, which we have seen in 
the last few years, has increased the demand for research findings to 
a quite unrealistic degree. To think research can be a substitute for 
political decisions is a popular misconception, which can easily lead 
to technocratic forms of planning or result in a fortress being built 
against all rational analysis of educational policy-making. On the 
other hand, policy decisions are now being taken - e.g. over comprehen- 
sive education, new curricula and media - that will influence develop- 
ments in future decar'es. They involve large-scale investment and for 
this reason alone call for at least a minimum of prognostic planning 
and open debate, if the poor investments of recent years are not to be 
repeated. In this situation, changes are needed in' three kinds of 
activity: co-ordination, and with it greater specialization of research; 
secondly, a redistribution of responsibility for research with a new 
legal and financial framework; and finally, in the relationship between 
research and school practice. A few examples may help. The erection 
of a central testing institute is urgently needed. The Council for 
Education has also put its support behind this demand, particularly in 
view of the problem of differentiation in the comprehensive school, the 
trend to standardized teaching procedures, experiments with compensatory 
education, etc. Empirical surveys have so far been possible only with 
considerable overhead expenditure of time and money, and fail because 
of this, amongst other things. The latter occurred in the case of the 
German part of the I.E. A. Study, which could ultimately be carried out 
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only in two of the federal states; even in these, the selection of 
schools had to follow according to their willingness to co-operate and 
to the chance supply of help with the administration of the tests. 

The necessary concentration of curricului^ research is another case 
in point. Existing curriculum research and development projects, at 
least those that, already, are empirical rather than predominantly 
theoretical, are restricted to partial aspects of the teaching process. 
To an extent, they are tied to /i particular theoretical approach which 
starts from an analysis of the teaching process and the psychological 
and sociological conditions of teaching and learning, but which does 
little for the determination and co-ordination of learning goals. 
Studies of this sort are being conducted by the Berlin Study Group on 
Teaching Techniques ( Berliner Arbeitskreis fur Didaktik ), by K.H. Flech- 
sig in Gottingen and now in Constance (84). 

In 196?, the Kiel University Institute for the Pedagogics of the 
Natural iTciences was set up with the support of the Volkswagen Founda- 
tion and at the instigation of the German Association of Technical and 
Scientific Societies ( Deutscher Verband technisc^i-wissenschaf tlicher 
Vereine ) . The scope of its work is also limited; it does basic re- 
search on natural science teaching, passes on research findings to 
school-teachers and works out models for teaching and teacher training 
in these subjects. So far, it has mainly carried out teaching experi- 
ments - programmed physics teaching, introductory physics, chemistry 
and biology teaching from the 5th school year onwards (85 y. 

Where, thaugh, attempts to arrive at learning goals by systematic 
research face the need to produce curricula for a whole phase of school 
education relatively quickly, as is the case in Hesse and North Rhine- 
Westphalia, a more summary process has to be resorted to, i.e. that of 
arriving at learning goals simply by a process of discussion. 

A small working party at the Institute for Educational Research in 
Berlin is "working on an extension model for curriculum reform embracing 
the systematic preparation of curriculum decisions, the construction 
and testing of curricula and the development and trial of techniques 
for rationalizing and standardizing decision-making (86). Although 
mathematics was chosen as the subject in which to try out the model > 
this approach with its extensive, long-term perspective is scarcely 
suitable as yet for affording immediate help in curriculum developments 

These examples illustrate the need to centralise and spend more on 
working out models for curriculum research and development. These 
should at the same time be delegated to as many institutions as possibl 
which are connected with educational practice.. No single institute or 
federal state can, by itself, meet the expense involved. The Volks- 
wagen Foundation recently decided to spend 18 million Marks on curri- 
culum research in two areas - primary education and socio-economic-cum- 
technical studies. The qn,egtioa arises as to whether the present frag- 
mentation of the project groups and the shortage of research workers 
will allow the individual projects to be co-ordinated sufficiently for 
experience to be pooled and concepts tested in close co-operation with 
the schools. 

The second problem area, the redistribution of responsibility and 
reallocation of funds, implies a change in statutory provisions affect- 
ing central research. Large-scale research in the Federal Republic 
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entails time-consuming nef^otiations , with no guaranteed prospect of 
success, with eleven different ministries of culture. Much time has 
to be spent collecting statistics before the main research can start. 
Lengthy negotiations were required to implant the idea of a central 
set of progressive statistics, as education policy is the last preserve 
of federalism in the Federal Republic, and the argument that any cent- 
ral collection of statistics brings the danger of manipulation still 
causes excitement, even though educational statistics present the least 
cause for disquiet. 

The ^Working Group for Empirical Research in Education' in Heidel- 
berg has a project also financed by the Volkswagen Foundation. It 
affords an example of the difficulties of doing research with the 
current state of educational statistics in the Federal Republic. The 
group has set out to produce a quantitative model of the education 
system in the Federal Republic which will allow the consequences of 
reforms to be assessed in quantitative terms. It incorporates a quanti- 
tative structural analysis of the education system, a study of factors 
affecting transition between schools and the development of a simula- 
tion model (87). The initial limitation of the work to one federal 
state, Baden-Wurttemberg, is symptomatic of the difficulties of such an 
enterprise which has to gather and process most of its own statistical 
data, or at least arrange for this to be done. In view of the new 
developments in the education system since the project began, it is 
doubtful how useful analytical models of this kind can be for educa- 
tional planning in the years to come. 

I Finally, among the most important activities is that of mediating 
[between research ^nd practice. However important it is in the general 
.'dissemination of knowledge, the mere publication of research findings 
/is no longer sufficient if reforms are to cease beang unique occurrences 
and become a continuing process integral to educational practice. The 
difficulties that have marked the relationship between the Pedagogic 
Centre in Berlin and the schools show the need for such mediation to be 
intensified. Hitherto, it has been quite unusual to have teachers 
participating in the planning and execution of research projects, the 
development of curricula and - in so far as it was done at all - the 
evaluation nf teaching experiments. Teachers* training, too, has if 
anything abstained from investigating the teacher* s role. With such a 
state of affairs, it is hardly surnrising that research and practice 
have diverged, with teachers seeing research as an intolerable surveil- 
lance of their work and research workers often acting as if they are in 
sole possession of the truth. School administrators are, for their 
part, unaccustomed to dealing with research institutes and to having 
experiments conducted in their schools. 

The news that school experiments need to be properly controlled 
has made such a strong impact on pert of the teaching profession that 
some teachers are waiting quite helplessly for research to help them, 
while others wear themselves out working unaided on meticulous minature 
projects, eventually from sheer frustration turning their backs on re- 
search as being irrelevant to the realities of the classroom. The 
Council for Education's accepted recommendation to submit 40 comprehen- 
sive schools to systematic study may bring a new impulse. All in all, 
there appears to be an urgent need to convey the thought to research 
workers that they have an obligation, and by no means a secondary one, 
to communicate research findings to the schools. 
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CHAPTER V 



TKE^ PLANNING OF INNOVATIVE PROCESSES . 
TRENDS AND PROBLEMS 

The usual practice of prescribing refora "from above" at last 
seems to have been inverted. Pressure for innovation is now coming 
mainly "from below", i.e. by local authorities and schools, not to men- 
tion the \mrest among the pupils themselves, who are no longer prepared 
merely to remain the last rung in a hierarchical ladder; in this, they 
are more emancipated than their teachers. The problems are mainly those 
of adapting the schools to modem needs, not ^ust wider social needs 
but those of an individual wanting an education, and the conditions he 
faces. This calls, on the one hand, for considerably more flexibility 
in the development of the school system and, on the other, for a greater 
concentration of supra-regional planning. Expressed in such abstract 
terms, these requirements may seem paradoxical. 

Educational federalism m the Federal Republic has, in the past, 
largely nieant an elevenfold centralization at federal state level, which 
is further crippled by KMK agreements. There have been no guiding con- 
cepts, and hence no promise of fulfilment and no organized exchange of 
information. The educational administration in the states is directed 
more towards administration of the status qu o than to planning for the 
future. The growth of the comprehensive school, for example, has 
brought this system into thorough disarray. There are, on the one hand, 
the numerous aspects of planning, the necessary co-ordination with re- 
search, co-operation with parents, the need to give the schools greater 
elbow-room in organization, administration and financial control. On 
the other hand, more extensive planning requires greater co-ordination 
between school administrators and planners, initially at federal state 
level • Baden-Wiirttemberg was the first state to create the preconditions 
of extensive educational planning by re-organizing its ministry of 
culture. The existing division into three departments for school edu- 
cation was supplemented, for example, by a planning department which, 
besides its specific planning tasks for all sectors of education, 
embraces all types of school up to the university. Innovations were 
preceded by special studies. Educational advisory bureaux were set up, 
the minister of culture drove round the stnte in person and appealed 
for support for the development of new types of school, a council for 
educational research was established by the minister, detailed school 
development plans were made and lengthy negotiations conducted over 
different schemes such as the privately initiated Weinheim comprehensive 
school experiment. Development plans, investigations, surveys and 
models were published, for all those interested, in a number of weighty 
volumes in the ministry of culture^s series ^Education in a New Pers- 
pective* ( Bildung: in neuer Sicht ), the result of work by special commis- 
sions, committees and research groups. 

The eventual protest by the state treasury at this expenditure on 
planning and information (88) may have stemmed from traditional pre- 
judices about the cost of educational planning. There can hardly be 
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any doubt - particularly in states such as Baden-Wurttemberg and Hesse, 
in which universal planning of school reform havS been started - that, 
despite all efforts, the capacity of individ'oal states remains inade- 
quate for educational planning, and the effectiveness of planning 
models will be limited without supra-regional co-operation and stimuli. 

Here we come to the second "prerequisite of effective innovation - 
the need for a central authority ,\ or at least consensus and correspond- 
ing financial provisions, for the future development of the school 
system. In the new prime minister 'Nb declaration of government policy, 
•education and training, science ancK research* were given priority 
among pro^jected reforms. The newly founded Ministry of Education and 
Science was given authority to carry out educational planning together 
with the federal states and to promote Scientific research of supra- 
regional significance (Article 91b of tne Basic Law). 

It IS intended to draw up a national Education plan based on the 
exploratory work of the Council for Educatx^on and the Council for 
Science. The necessary investment in curriculum research and teaching 
technology involves sums which the federal s^tes alone cannot meet, 
certainly not without restructuring their budgets. The Council for 
Education's estimates of the cost of schoo? reform amount to well over 
half the total budget for the education system.^ The current state of 
the economy also sets limits to the funds ^^^vailable. An effect of the 
discrepancy between the speeches made about education policy and the 
funds set .aside has already been seen in Berlin with the resignation of 
the Berlin Senator for School Education, C.H. Evers, who has hitherto 
been used as a fig-leaf for German education policy. It is neither 
here nor there whether the decisive reasons for this spectacular step 
really were the restrictions imposed by Berlin's medium-term planning 
of resources. In any case, there is a dilemma, clearly visible at 
national level - the discrepancy between assurances of the primacy of 
educational problems and tangible intentions to supply the necessary 
funds. 

Education and science are to receive S'fo of the gross national 
product by 1980, a level already attained by other comparable industria- 
lized countries. Overcrowding of schools, dissatisfaction with curri- 
cula, quantitatively and qualitatively inadequate teacher training, 
however, already present problems. This is quite apart from the future 
growth in the Federal Republic - an increase later than the correspond- 
ing one in other countries as both the post-war rise in the birth rate 
and the increased demand for education beyond the minimxim school-leav- 
ing age set in later than elsewhere. 

Education policy has started moving. It started before the recent 
national election, as has been shown in various parts of this report* 
It seems, for the moment, premature to judge the consequences of greater 
involvement by the government in educational matters. Their neglect in 
past years has been too great. It is, however, utterly conceivable 
that those directly affected by the school system, the pupils - perhaps 
the teachers and possibly the parents too - will have to protest, as 
the students have in the last few years, if sensibly oriented innova- 
tions are to be possible. 
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